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. - ABSTRACT . ‘ ‘ . eoo

.

- To develop an Understanding of. the potential role’of univ-

ersities in school practice improvement, three case studies were

- undertaken of collaboratiye networks involving one university and -

'a syrrounding set of schbol districts. One involved .a\prestigious

private’ university which had begdnh developing:.its network gqver

40 years ago. Two others were associated with state universities.

One in an eastern state involved bilateral relations between the

college of education and each of five counties to establish 'a. °

teacher centern for which there would be shared governance and .,

. financialﬂsupport!”,Tbis,}4} ear old arrangement was originally
intended primarily as a vehicle to ratiohalize the placement and
supervision of student teaching but has evolved into a mechanism
for in-servige training and problem-solving. ,The third-'network,

situated in a sparsely populated state in the upper midwest, involvr
ed the creation of a federation of teachdr centers, many associated,
with small state colleges, and loosely coordinated by an office at

,the state university which administered a five year founding
§?ant from a private foundation. All three networks-had been - :
operating sucgessfully for more than three years, all were directed. -
toward the improvement of sc¢hool- practice and none appeared to.
depend on federal funding. C " 4 : &

i A comparison of the three networks on a number of dimensions »
revealed a number of common features: It was,discovered that each
had an~exteﬁsixeupre-history of informal university-school 1links.
Each was, fortunate enough to have had charismatic_ and énergetic
. leadership at crucial stages of its #evelopment. Each was founded |
on diverse objectives which resulted from high responsiveness of
arrangement staff to the needs of school personnel. A- yariety of . -
activities combined with school support led to high levels of part-
_icipation and substantial butcomgs in terms of increased statuis,
new and strengthened linkades, knowledge transferred, and improved
practice and school capacity.. Long term continuation of these .
arrangements ‘appeared to depend upon continued resource commitment -
by both the univerwity and the districts, continued eyidence of
positive outcomes for "schools and teachers, the extent to which
activities were ‘deemed a priority to the schools and to the univ-
ersity, and ghe extent to which .strong informal and formal linkages

d been est@blished. g . X L “

It is concluded that productive school=university collaborat-
ives can be established at reasonable cost, yielding substantial -

_benefiits to schools -and’ to universities., Such arrangements’do net

Appear to require a high degree of ‘pre-pl.anning Ortformaligation

of structure.to be successful. Nevertheless, documentation of

their activities and outcomes would appear to be relevant to

their transfer as modelé to other settings.and to any efforts

at systematic improvement of those that are; currehtly.operational.-

Univegsity-school collaboratives tould also be considered as either

alternative or supplemental mechanisms for state-wide and nation-wide

" diffusion of validated practices and qegea;ch knowledge to public
- school personnel. ' T , -
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1. Scope of the Study /L

Ny

*

- their functional conngctions with local school systems in the USA.
While gost of. these links.have involved. the pre-service or graduate
training of school personnel, there have also been collaborative
efforts to«improve instructipnal practices and the problem-solving
capacity in surrounding school districts. What has been the impact-
of these cdoperative efforts? Have they resultéd in improved local
performance? Have college-level instruction and research, profited
from continous contact with the world of educational practice?

.

,Finally, are some formulpe for cartying on college of education-

\J

- school district-iollaborAtion more productive than others?
pa ‘ A A

»
a

) “An.l1l8-month exploratory field study was designed to look more
L i . intensively into these questions. Three' ihterorganizational
arrangements were selected, each linking a college of education with
4 a set of school districts. The cases varied on several dimensions
of interest: age of.the arrangement, interorganizational structure
i . (ranging from the top-down "gorporate" structure to a more lateral
‘ s *V"«federation" of members), dlocation,. nesting of the linking unit .

\ * ‘within the arrangement and type of university (grivate university,

" ' large state university, 'small community,college)” What each of .
these interorganizatiohal arrangements had in common was the .
strengthening of previously existjng weak ties' through a formally

! “ codified procedure for jointly, managing and funding- a set of acti-
. vities.’ Having.geén in operation for at least four years, each
- &f the cases was also assumed to be stabilized ig'not'fullyk
+ *.  institutionalized.’ Fihally, none of the cases involved dependence
' .on federal fundipg for its core pperations.. - : g
. , ‘

| ‘ Two, broad fields Qf'inquiry oriented the design’ and conduct
of the study. First, interorganizatiomal theory, witlf its -emphasis
on the exchange of resources between membéf units and the consequent
) shifts in power and- dependency, provided-an organizationally ° ©
dynami® framework for analyzing the evolution of the artrangement,
its interactional patterns and its structural determinants. Using
- this framework, school.districts-d@d‘colleges'of educaticon were
~ ) . seen to carry on a series of transactions, striking several organili- |
o ‘ zational "bargains" around the provision of knowledge-based resources.
' Knowledge transfer theory then illuminated the flows of knowledge
and other resources between the college, intermediate unit, and
. school_ﬂibtricts making up the inferqrganizational "field." This <,

* framework also highlights boundary-spanning and other fqrmalized““

linkage roles. that connect knowledge producers to knowledge users.
‘ The integration of these two conceptual approaches allowed us

.

In' the past half-cehtury, colleges of education have intensified

.
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 to assess the degree to which different 11;Lterorganlzatlonal . ‘ '

arrangements can affect ongolng efforts to -improyve local practlces' .o
‘by providing knowledge-based resources which are otherwise unavail- -
" able. . o8

co-
]

IS

2. Design and Methodology . } -

% A

° (
'Each of the three arrangements constltuted a’'case. Each gave

rise to a narrative-analytical case study using .common methodologlcal

prodedures in order to facilitate-cross=-case analysis. lethln each

case, sub-unhits were selected for -intensive study At ‘~“He Eastern

State and Mldwesteru‘State sites, ‘we examlned two teacher centers .

* linking the' college .of educatjion with a set of local schools. ‘&t

the Eastern Private Universd site, .major collaborative prOJects ot

(e.g.,.a writing consortium), é were selected, as The sub=unit c¢f s ) .

analysls At ‘a still more mlcro-analytlc level, each case comprlsed » .

a series of mini-case studies of topical or significant institu- '

tional ewents. These were call "serials. Each serial described

the life history of: either a substantive event {e.g., organization

of an action research prqject) or an organizational event (eig.,

the addition ,0f a new dls;rlct to ‘the arrangement),. Events were.

tracked from their oraglns to their cutcomes, with special focus

on exchange and bargaiming issues, flowd of craft and "scientific"

knowledge and boundary—spannlng furations. The technique proved to

be a“ powerful devdice for 1ay1ng bare the mechanlsms dr1v1n; &xd

'constralnlng ‘the. ,arrangement as‘“a who\le . P " ‘

Data were collected over a l2-month period through a series of
site visits; totallng ‘15116 days on site. Most‘data were collected :
through semlestructured interviews coverlng the principal research el
‘«questions, with back- -up from on-site observatlons, documents, . - -
‘weekly activity logs filled out by key informants, Yeports of
communications relatfionships between members (using a standard form) o
and, at two sites, reports and predictions”generated by . on-site’ * PR
'consultants Transcribed field notes for a site totaleg approxi- . )
mately 400 pages, the bulk of them in' the form of multiple intefviews .
‘'with key actors and target publics of,tﬁe rrangement. Interviews -
"~ were progressively fagcused 6n key issués that appeared to govern .
knowledge flows, interactions,’ add@ outcomes at the site. Using
proceduresiadapted from investigative: social research, interviews- N
+ then focuséd on these 4issues while casting a wider net of informants
) until the most detai®ed, plausible, and 1ndependently,conf1rmed .
account wasﬁobtalned . i . B ~
Data analysis entailed the use of an elahprate codlng SCheme
derived, from the pr1nc1pal research guestions. Coded segments
were then analyzed and reported for each category '6f researth ques-
tion using text-glong with a standard matrix, figure or table
across the three cases. Cross-case analysis has involved matrix -
and figure comparigons,. then the "®reation of a meta-matrix or another ’ .
_data-reductive dewice to compare findings .at each site. A list of
approximately 35 common varlables was drawn up to generate causal .
flow charts for the three sites, which gould then ke compared to '
isolate "streams" of antecedent and 1nterven1ng Varlables leadrng S

to the principal outcbmes. v
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‘v 3. Overview of the Three Cases - ‘ $ - ‘L

.+ 3.1 Eastern State University Site. The Eastern State University -]
through its approximately Td~year-old Office of Field Experiences. !
(OFE) gas involved in two levelsg of interorganizational arrangement.
The first level centered on the formal interorganizational agree-"'
‘ments between tHe Office.of Field Experiences.and five °
_school districts in its region. ' Under the leadership of the
. / ‘Director of OFE, there were mopthly meetings.during the ‘schoal

) zgar with representatives of teacher centers and other collabora-

' ’ ive programs c':reatedti,r'l the agrgements with the five sites,
faculty, liaison personnel, and other IOA staff. At tHese meetings
and at special workshops also sponsored by OFE, participants shareds .
ideas and problems with one another, reported on continuing projects, - ---
listened to ‘invited speakers from the university and els&where,
and .handled organizational business in what. informants judg=d to
' “ be a relaxed and supportive manner. : >

. ". -

-~ ~

“

P

-

- -

. Within this larger ¢tollaboration among organizations, the
( teacher center in Cardon County and the three teacher centers in
_ Hanburg County were -examples of formal interorganizational arrange- -
ments at. the second level. A full-time coordinator, jointly sglected
: and paid by OFE and the county, “headed each: teacher center. In
cardon County the teacher center had a policy board which met twice
- ..yearly and consisted of the coordinator, representatives from the
district (teachets, principals, and district staff) and from the
Y ‘ university (faculty and OFE personnel). The center also had-an
- operations committee (with principal and teacher representatives),
which met with the coordinator monthly and focused on operational
decisions. In contrast, Manburg €ounty, teacher centers had no
N T regular meetings involving district and university personnél, although
] each had its own advisory council with school representatives whidh .
met regularly with the .coordinator. . ~
y . At both ‘levels, the intérofganizatiénal,agr@nge%ent began with
; ' a heavielr focus on pre-service education: the coordination and supervisic
. of student teachers at field ‘sites and the provision to counties
S ‘ of a "window on the talent." Then, with declining enrollments ,
) ! both at the college of education level and the local- school leved, ‘
- focus was turning toward broad in-service education in the teacher ceriter
including the' supply on-site of credit graduate courses, consultants,
materials, professional memberships and workshops. ' -

N 1
. 3.2. Eastern Private University Site. This study concerned )

- a 40-year-old arrangement between a private university and an
K annually varying set of between ten and forty affluent suburbah -
school districts within a 25-mile yradius. The present configdratiog ,
. is actuyally about feur years old, inheriting :from thé past (a) a

core of about seven loyal district superintendents who value the
,connectidn, (b) a general obligation by* the universify to rgtaih,

at least the image of providing service, and (c) .a modest endownment

fund which allows for maintenante of a small, part+time core staff,

.
. - -
. . . .
. . . . 4
. . -
. -
.
N ..
.
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' _to stable funding 'and leadership. .

. Under the energetic and creative leadership of a mewl

[y

h) ¥

°

gppointed coordinator who held tenured pro¢fessor rank, membersﬁ?p\
dramatically increased in 1977.° The increase was due to-a vigorous .
recruiting program by the goordinater and two graduate assistants;

they promised and subsequently delivered on an impressive array of

new workshop and conference offerings as well as some hands-on -
consulting help provided by graduate students who were paid a small .
stipend to serve as "fellows" to a particularldisttict or school.

Fellows also served as logistic and .genéral support staff for the .

many workshops and conferences organized for teachers, staff develop-

ers, curriculum personnel, principals, and superintendents.

Separaté workshop series were designed to appeal to the concerns

and interests of each group, but a chief concern of the coordinator

and her ‘fellows was t reorientation of the historic arrangement
‘in drder to do a bette? job of serving the lower tanks of the

school district hierarchy. : : : .
' N » M - . a .

» ¢ ,

A-major espoused goal of the regenerated arrarigement was to ¢ ¢
improve "networking" within the region. Thus efforts were made to .
_encounage continuing teacher-to-teacher, and principal-to-principal
exchariges to parallel the already established peer network among
superintendents. . N : ot

3.3  Midwestern.State University Site. The Midwestern Teacher- .
Center project oberated 1in a large, relatively sparsely populated '
state. In 1976,.a college dean at North Central University and his
associates generated -the concept of a ‘federation of teacher centers
spanning the state and loosely linked thrdugh a coordinaying body
comprising delegated teachers, administrators and college stafi .
which' would jointly manage each of the local teacher centers. The

. iflea was to build 'a "statewide network" of professignal development
- .centers for teachers, with a home base at Northugentral University,
one of the two major state ipstitutions of higher education. The’ .

project subsequently received *fundjing from a private foundation .
and opened with four‘teacher centers in 1977-78. * By 1980, nine P
‘such centers”were operation in jthe state. . " \ :

Two of the!; centers were studied intensiwvely.: The Threed. -- ) *
Rivers Teacher Centér was connected to Ngrth Central University and™ | .
to-the surrounding 'school districts, wheose teachers and administrators - ;
originally Were somewhat skeptical of the project.. AFter two rock¥y
years, the center achiéved a. modicum of staff. stability and put’ S

_together a diverse -and well-attended program.. Theg center emphasized
lateral exchanges of information_ and assistance between teachers,
with a correspondingly lower profile for project.or workshop leaders
drawn from the university. As a resul collaboration between the
university and local schools was sporadic, although the center - |
gradually became the conduit for in-sexryice offerings, the dissemi-
nation of ngw practi€es and productg, and,somg modest’ research. |
While support from area .teachers grew, district administrators dig
-not see sthe teacher center-as-a-priqritx qnqlhesitaped to commi@
local funds, thereby comproémising the ttransition of the enterprise .

.
’

[y
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The Arcadia Teacher Center pre-dated the creatiort of the ~
state-wide network by some four years. It grew from the teachipg

“of an assistant professor at Arcadia State College to pre-service

elementary teachers-in-training. ~In an attempt to situlate an
enriched classroom environment, the instructor gradually accumu-
‘lated a vast repository of materials. This resource bank was
gradually used by in-service teachers enrolled in one of several
special programs administered by Arcadia State. Upon joining the
'state-wide network, the Arcadia Teacher Center extended its in-
.service format and enlarged “its already voluminous resource' center.
The staff  also adopted a more self-conscious role as process hélpers
and resource finders for teachers trying to change their instruc-
tional practices. Gradually, other faculty members were integrated
into the ‘teacher center, thereby*multiplying contacts with area *

‘teachers and across departmental l#nes at Arcadia State. - T

.

- %

4. Cross-site Comparison on Majdr Descriptive Characteristics
. ) -

_Cross-site comparisons were madé on a great number .of char-
acter%stits. Of these six stand out as having 'special importance
and interests (1) the structural .properties, per sej; (2) degree of
formalization; (3) scale of enterprise and sité; (4) the. activity
mix; {5) the knowledge transferred; and (5) the number and variety
of innovative transfer mondes employed. A -

4.1 Strd%tures. No one structure proved obviously superior

- to any other. The very loose struttyure of the Eastern Private

arrangement which allowed easy entry and exit from membership

for any school district and in which there were. no *"centers" or
administrative roles within districts tied to the arrangement )
proved extremely hardy over a 40 year period. However, it may have
resulted in less serious commitment -and concentrated efforts at -
school “district improvements, espegially in dater years. ‘Having

a central office on campus appeared to be very. important in gaining
access to talented faculty and in providing logistical 'support at
all sites. - Having decentralized teagher centers strongly coupled
to a central office. seemed especially desirable at Easterm Stage.
THe lack of such a center structure at Eastern Private undoubtedly
diluted it's impact. The dangers rof a decentralized structure with
district-ba#sed teacher centers is that the centers will become
“orphaned', nevVer fully- accepted by the district administration-
and assigned inferior space and resources. This happenied for .at
least the first two years at the Three Rivers site associated
with North Central University. At the very successful Arcadia
site the teacher center was-located on' the college campus and
through the efforts of the coordinator became a central locus of
teacher training activity for 'the college. . Thus, structure, per
se, seems much less important than how struc¢tural features are
implemented and how behavioral patterns of linkage are allowed -
and encouraged to develop within those structures.. ‘

-~

A < T

4.2 Formalization. All arrangements studied has some level

of formalization. Memberships ifivolved written agreements mut-
ually signéd but the elaborateness of these agreements ang the
amount jof ﬁeecification contained in them varied tremendously,
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ably lowest at— adia. The degree of formalization appears to make
little diffecregke in the effectiveness or outcomes of the arrange-
ments studied.l However, it may make a great deal of difference in
replicating IOA models from one site to another. Cardon was a new
gsite within an old and established arrahgement structure at Eastern
State. Histori@c ties to the site from the university were weak.

Thus the availability of a formula for connecting and sharlng res-
ources may have been crucial to the emergencr and survival of this

beiﬁg‘highest at the Cardon County site of Eastern State and prob- ‘

center.
4.3 Sca;e. The sites covered in this study varied greatly
from one another in terms of geography and numbers served. It seems .

notable that the most dramatically and convincingly successful ar-
rangement developed at the site which was most rural and least pop-
ulated, Arcadia. Of "all the sites it was also the most isolated
“from various types'of educational resource prov1ders other than

" the college ltself., It was a small community in whlch ‘almost every-
one '‘knew everyone else and in which local pride was a salient. issue.
These were all aspects which might discourage innovativeness, but ) o
‘which tend to ‘enhance innovativeness and program success, once a M -
,program has galned some acceptance. At larger sites there is like~-, |
ly to be more going on altogether; more competing resources, more . _-
confllctlng purposes, and less saliency to the IOA enterprise. -

4.4 The Activity Mix. The predomrnant activity at all sites
was the tralnlng of teachers through workshops, courses, and super-
‘\ised experlences. t Midwest and Eastérn State there was always:
prOVlSlon for formal credits for such involvement and these credits
formed a crucial part of the "bargaln" between the university and
the schools which the arrangement represented. The lack of such
credit arrangements at Eastern Private probably served to weaken
ties and lower over-all part1c1patlon On the other hand, there
was more stress at Eastern Private on on-site consultatlon and on .
working with levels other than teachers. Arrangements at all sites
were reported to be aimed at a diversity of objectives and this
diversityy probably insured that more persons on both the university
.and the school sides would percelve involvement as prov1dlng benefits
“to themselves personally. . : B

» -

LY

4.5 The Transfer of Knowledge! This study was.undertaken
in part because of what was seen as the unique role of the university
‘ln society as the .prime generator and disseminator of knowledge.
These arrangements were examined for their potentlal as mediators
of knowledge transfer both from the unlyerSlty to educational pract-
itioners and .from practitioners to the university. What we found
was a great deal of transfer of knowledge from specific-faculty
members, usually a very limited sample of the entire faculty; and
we found very little reverse flow, i.e. from practitioners to univ-
ers1ty faculty althoudh there were some exceptions, expecially at
the very intimate Arcadia site. T
N Arrangements*did not work very well as transmitters or linkers .
‘to expert Knowledge sources outside the 1ldcal area or to knowledge ’
which was-explicitly validated and/or research based. The notable’ #
‘exception was the orlglnal CounCll arrangement at Eastern Prlvate
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which - involved the systematic collection of large quantities of
data on innovative practices within member schools and the subse-
quent. tabulation, analysis, and sharing of such data among members.
The same data pool led to-over 100 doctoral dissertations over a «
30 year period and the’ publication of many hundreds of journal art=
icles, books, and monographs. Such resedarch prqductivity and
sharing is notably absent among contemporary arrahgements.

. 4.6 Innovative Transfer Modes, Although traditional transfer
modes such’as workshops and academic,xourses were common at all site

and the dominant feature of some, all/sites alsa made some effort ' :
to be more innovative in their approach.. Six mode's are most noteworthy.
£1) teacher-to-teacher exchanges: both Eastern Private and Midwest,
had a strond underlying belief in the Tmpprtance of ""craft knowledge",
i.e. knowledge emerging out of the/ 'experiences of teadchers in the,
classroom., Nevertheless, te her-to-teacher exchanges were observed

to be only a minor feature, K of the]/program-at Eastern Private and.

were not rated as the most appreciated by participant. At Midwest

‘the ‘two subsites wera dramatically different: at -Three Rivers thetre

was a great effort to use teachers as 'primary Knowledge sources and
copymunicators but here, too, ,there was no great appreciation from
other. teachers, some of whom resefted the distinction implied between
thHemselves as participants ‘and these others as J'experts"; at Arcadia
there wag a.good -deal of 1lip gervice to craft wisdom but actual act-
ivitiesMBimost always involved college, staff as coordinators or}
presenters of material. Informal teacher-to-teacher contacttapodhded
at Arcadia, however." - . Y : . i
(2) matérials development: There. was some amount’g} thfésat Eastefn
Private during the development df the Writing Consortium and individual
center coordinators in the Eastern State arrangemerrt would sometimes

-

engage in this activity, but Arcadia was by far the most active .site "~

-in encouraging teacher inventiveness through adaptation and develop-

ment of materials in colléboration witﬁ ar under the 'guidance of
college faculty. ; i ! '

(3) self-guided instruction and materials use: primarily practiced ,
at,and emphasized at Arcadia and greatly facjlitated by the rich

and varied materials library at that site. N

(4) observation and modeling: important at all sites where-there was,

“sn involvement of student teachers, i.e. Arcadia College. where teachers

could comfortably ebserve students working with small groups of their
own pupils,-and Eastern State,where an original and continuing purpose
of arrangements was the placement and supervision of student teachers.
(5) individual problem-solvings notable effort were made at Hanburg

and Arcadia sites te encourage problem-solving by teachers; it appeared
at Arcadia that such ventures were more successful after teachers

} had become comfortable of the setting and trusting of résource pdrsons

through more formal courses and workshops. .

(6) group and system-level problem-solving: not observed at'either
‘Midwest site, sporadicly at the Cardon County site at Eastern State, -
it was a prominent f&ature of efforts at Eastern Private, first in
the early days of the Council when superintendents considered ‘how .

they could bring innovation into various aspects of schooling, in the

.revival period through the involvement of principals and other admin-
_istrators and threugh assignment of "Fellows" as on-sjte consultants |

to schools. Reported success frométhese more racent effortsiis modest
and the "Fellows" program has been reconfigured‘away from such on-site
: - - ¢ r * '

S -
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krohlen-solving-assistance. ) ) ' .

*'s, The Arrav of Outcomes.

s

- All of the arrangements studled were judged to.bhe successful "\
N on a number of criteria. Outcomes were measured in five areas:
1ncreases 1n power or status; new or'strengthened linkages within -

. or among part1c1pat1ng organlzatlons, knowledge transfer . ; practice .
1mprovements,~and enhancement of capac1t1es of participating org- .
anization$. _ Although achievements in these five areas do not lend .
themselves well to summarization, here are a few highlights.

(1) power and status: generally, association of school personnel

with the university through the arrangement served to enhance their

statfis as individuals, sometimes through formal recognition as

"Ad junct professors" (at.Eastern S ate), through rubbing'.shoulders

with the "greats" (Eastern Private and through working toward .-

advanced professional degrees (mostly Eastern State and Midwest

but a small elemerit also at Eastern Prlvate where some persons

« made contacts leading to enrollnent as graduate students).

(2) linkagest: old .linkages were strengthened and many new ones .

made between the university and the school districts at all levels

at all sites. The content of almost all these linkages was direct-

ed in one way or anothér tdward the’ improvement of schooling and

university teaching. Strengthened linkages also led to all. other

forms of posrtlve outcomes. Inter-organizational Iinkages were'also
soc1ated'w1§? intra-organizational linkages at Eastern Pr, ivate

dnlversltyr especially at Arcadia College. School- school linkages

were increased and strengthened at "all sites.

hd (3) knowledge transferred: the most obvious and quantiatively
impressive outcome at all sites was the amount of knowledge trans- .
ferreq through these arrangements. Knowledge content was extremely )

v diverse, “including ireading, writing, mathematics, sc1ence, social
studies, ecological studies, and so forth. All sites- studied and

. all, centers within sites were able to provide this range. Only . .
Eastern Private provided knowledge related to such diverse aspects - .
of schéollng as- legal matters, finance, sexual equality, evaluation, «

and items® ¢hat would be of special interest to administrators. |

{4) practlce 1mprovements \ though generally not studied or measured
d1rect_x these were widely reported to be effects of participatiom
in ar;angements. They were especially obvious and extensive at the
Arcadia site but some specific instances were reported at all sites.
(5) enhanced capacity: these were most promihent at Arcadia where
teachers spoke frequently of "reJuvenatlon" and "revitalization".s

The materials center at Arcadia also generally ihcreased capac1t1es
for surroundlng school districts which had no resources to repllcate
such a service. All school sites gained a capacity to’ r@ach out to

a more diverse. and more remote resource universe through linkages ' ’
established with the unrvers1t1es, and the'universities increased

" their capacity, to prov1de in-service training, increasingly a source °
of f1nanc1a1 support at the' two state sites.

.
’

6. Instltutlonallzatlon as an Outcome ) )
2 In assessing outcomes at each site serious note was also taken
of the apparent durability of changes made and of the extent to Wthh
“ the arrangement, 1tse1f, had become an institution or a solid and
continuing part of another institution within the arrangement. :Degree
of "1nst1tutlonallzat10n" was rated on 23 seperate variables for each
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site and sub-site. These measures included "used on a regular or

daily basis","provgdes continuing benefite, to school administrators"”
{and other key stake-holders), "outperforms or eliminates competing
services", "achieves stable funding", "survives annual budget cycles",
"has achieved formal certification for activities”, "has routinized
maintenance and, supply function®", and "has survived the departure -

of key original staff members." Ggnerally the Eastern State-wi
arrangement with’ its seperate c€nter arrangements within counties
seemed to have the strongest chances of survival. The Arcadia '
center at Midwest also looked strong but neither the state-wide effort
nor the Three Rivers center looked very robust on many dimensions.

The Eastern Private arrangemént seemed to stand a good*chance eof .
continuing on the -strength of a 40 year history and some solid recent
achievements, but it exists in a*turbulent environment with many
competing interggsts on botlh the uriversity ‘and schpol sides. Much

seems to depend on‘bonﬁingation of the present leadership.

7. .The Major Effects and Their Causes
£t

< For analytic purposes it. is useful to divide the sequence of
events involved in the evolution bf an.interorganizational 'arrange- .«
ment into’ two phases. The first is the period from the historical
antecedents to the full operational realization, what might be refer-
red to as the "development". The second phase, concerns_what happens
as a result of that first operationalization which may or may not
lead ultimately to long te;m,survival and prosperity.

4.1 The Causes of Development. We measured full development
as a function of three variabless variety ‘activities; extent of
use; and numbergof long term collaborationé. Each case writer dev-
elqpeq a,chart of variables that led up to these effects in terms
of a‘tige series and in terms of apparent causes. The most direct
antegedeht in all three studies was "diversity of objectives” which "
in turn was a function of perceived benefits by school personnel and”
the responsiveness of the staff of the arrangement to the needs and
cacerns of school personnel, especially teachers. Further tracing
of antecedents suggested that causes grouped into two clustersi:one
which we termed "stabilizing forces" and the other,K "catalytic forces”
or @hange-producing forces. Stabilizing forces included predisposing
cond® ions such as a bistory of prior linkages. between the univer-
sity and these school districts, the orientation of the university ™
toward service, and the orientation of the schools toward seekin
outside assistance. ® Catalytic forces included the level of need
or concern for changing the current situation, -the emergence of
new dynamic 1eadership? i

the introcduction of a new l1dea or conception
of what an arrangement might be and might accomplish, and at least

the temporary availability of new financial resources. The converg-

ence of stabilizing and catalytic forces at a particular moment leads
to the striking of a bargain or multiple bargains (hence multiple
objectives) ‘between the university and the school districts, and

from this bargain and the enekrgy provided by the leader the arrange-

ment is brought to life.

7.2 -The Causes of Continuation. Participation in the arrangement
and utilization by participants of the resulting knowledge and exper-=

jences leads inevitably to a first level of"outcomes”" 1in the form
: ‘ ¢
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. of expgrienced rewards and periefits by bath sides and increased and

strengthened ‘ school-university ties. These; in turn, should lead -
- to agreements on both sides to continue the arrangemeﬁt,into a sec-
dnd school year, But the extension w®ll also depend on a continuing
sense that a real need is being served. : o0 ~ .
.Even with ‘the experiencé of reasonably positive .outcomes in v
these terms,. hqwever, long term strength of an arrandgement will be
affected by the presence,of other organizations, activities, and .
resource facilitiés in the schooli environment that may compete with e
those provided through the arrangement. ’
Finally, long term continuance .pf the arrangement as an oper-
ational entity (institutipnalization) builds o four elements: (1) «
sustained support from the district which is manifested in attitudes, - :
¢ behavior, and dollars;, - (2) a like kind of support from the univer-’
sity; (3) a continuing and varied prdgram of activities ip which |
both school and university personnel are mutually engaged; and " (4) a
continuity of strong leadership, preferably demonstrated through :
the transition from the initiating (cdtalytic) leader to succeeding
(stabilizing) leaders who still have the energy and clout necessary
to deal with faltering university and school support while they
involve themselves in issues of system Mmairtenance. .
. ] . :

- o : o .

8. Implications . @ oo o y -
. In the final chapter of the study implications are drawn first

generally and then as they apply spebifically to different interest

groups. ' ' “ “ . »

i
- i

« 8.1 General Implications. Ten generaL%implicaEibns are drawn
from this study as follows.: v i

<
.

(1) School-university collaborativé arrangements- can be developed
whtch have a rich program of offerings and can be maintajned over
long periods of time. ) o . . ]
(2) Wide and substantial benefits can and usually are derived from °
‘such arrangements, especially for participating teachers, schools,
and school districts, but also for univer si¥¥es and  their education

1

-faculties, - : S -
|

|

~

(3) * The costs of, such enteérprises are relatively modest in propor-

tion to benefits accrued to those cayrerned and to society as a whole.

{(4) They must be built qn a perception of mutual advantage ( a "bargain")
arrived at between university and school personnel. :

(5) Development, of these arrangements in the 'first place seems to

require the emergence of an energetic and inspirational leader who

has clout within the uhiversity gystem. ’ o ' .

(6) Development also requires the articulation (usually by the leadeér)

of a conception of what the arrangement could -be and could accomplish.

(7). Arrangements seem to require a past history of successful linkage

between representatives of the university and the -schools. %3

(8) Arrangements do not appear t® depend on 'a high degree of pre-plannimfg

‘and structuring of activities, especially if the above condition 1is . .
fully met. ‘ o . N - :
{9) More complex and ‘system-wide changes and solutions tq problems: * - v
probably have to build on prior activities of a .simpler nature such

as knowledge transfer through coursework and workshops.

(10) School collaboratives which involve .ufiversities as centrala
members offer unique advantages over- thoser which do not.
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o ‘8,2 ' Implications for Funding Agencies 'and Federal Policy.
o ‘ (1) All* such arrangements have special start-up costs and ‘continuing
costs, and up to a poiht the level of "outcomes will be proportional

{ to the investment, other things being equal. ' : o
(2) Long_ term support issues must be addressed in some way directly
by those who provide short-term and start-up funding, i.e. there ‘
should be a realistig prospect that long term funding can be arranged.
(3) organizations such as universities will be reluctant to invest =
heavily' in activities in which they see themselves primarily as
service providers unless there is compensation for that service.
(#,. Charismatic leaders can ‘sustain an arrangement through develop-

‘= ment but may, themselves, under-rate l1ong term'resource" needs.
(5) Federal funding cam play a significant role in initiating.
arrangements of the type studied if the leadership is'there and
the stabilizing conditdons are present. Resedrch revealed that
.such funding shad been a significant factordap?the early histary or
pre-history of :each of the arrangements stM™ied, : :
(6) .'Documentation of -arrangements, of this type is desirable and prob-’

‘. s ably will rarefy be done without federal or other third party .
' assistance. ' . R - i ' :

SR '(7)'Arréngeméntsuof ﬁﬁe]tfpe studiedVCOQId-be,conhecteé to. other L
federal dissemination efforts such as the National Diffusion Networf®t
to mutual advantage. ' ) - , - T,

h »

3

L ‘ 8.3 Implications for State Policy.  The state is a logical
i locus for -long. term mainpgnaﬁdg.of university-school;collaboratives.
and such a staté policy would providé an equivalent structure in
‘ ' the education sector for what now exists and prospers for wide social
‘benefit in the agricultural sector. Support of such collaboratives
is probably much more cost-effective than the establishment of a
free-standing netwofk of educational service centers within a state
(such as‘currently exists in Colorado, New Jersey, New ¥prk, and
. Texas, for =xample). For' states where. such networks already exist
‘ linkage to school-university collaboratives would also work to mut-
— ual advantage and toward enhancement of the state-wide education = -
- - system. . T o .

N '8.4 Implications for Universities.. Universities: contemplating
the development or continued support of such arrangements should con-
sider:. the quarity of leadership available to the task and the status
of that leadership within the faculty; the range of ‘benefits: which '

= theluniversity might derive from the sarrangement; how ithese kenefits
might be designed for or enhanced; how activities can be extended
beyond traditional modes of knowledge giving; and how research and
" evaluation activities can be melded with service activ}tiés for
mutual nefit. ; « o p

n

. 8.5 Implications for School Distticts. Districts should look

© beyond in-service trainin&® eeds and traditional knowledge receiving
toward, the pdtential of col@aboration for problem-solving, curriculum

- and instructional change an@ other desirabte changes in the process

. of schooling. They should glso look . to the ;nvolvement of personnel
other than teachers and they should allow teachers and others to-

‘ .+ become involved in collaborative activities in a. more prolonged and

intense way. Finally, if they find that the rewards of collaboration

A [ - v -
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‘are clear 'and positive, -they should be prepared to back up their . . "
support with long term financial commitments. co .
‘8.6 Implications’for Direct Actors. ‘Those who contemplate
getting’ involved directly-in the development of such arrangements
shduld be aware of the inevitable strains of forming a new enterprise ‘
"which stands between established instltutions.. .There is first a R
problem of overload, of promising and then doing too much. .Then.
there is the problem of marginality,i.e.-of being perceived and, °
treated by-each’organization as if You-belonged to the other or t&h
> neither. Then there is the question of examining réalistically
your own. resources,- clout, charisma; and 'energy reserves. Finally,
: it is important to consider what the bargains will consist of, @
what will be in it for each of, the parties involved including - )
yourself. e LA .

R

8.7 Implications £or Development and Research. It is =~ . -
prdposed that , in ‘addition. to more-  studies of this kind, there
might be a need for practical tools £S facilitatg the work of y .
university-school collaboratives. Three ﬁuggqsted items are a .
handbook’?of coordinators, some . formative evaluation procedures

and‘iQ§truments,*and a resource-consultant file so that novices:
‘ in this game.can reach veterans for sage advice.
' it is also recommended that case study methodology for . - .
future projects of this type be simplified with some attention ) .
to the development of credible but quantifiable.outcome measures. -
to enhance comparability. This study leavés open the question . : !
of How and whether arrangements such as these can ke developed - ‘
where there is no prior ‘hi'story of school-@niversity linkages
ahd where appropriate leadership does not naturally appear.
Finally, it is suggested ‘that the findings ‘of this study could |, .
be'put to work in experimental effort's to enhance the perfermance o .
of existing. arrargements including those studied. “ .

. . . .
e . I
. .
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" PART ONE SCHOOL UNIVERSITYJCOLLABORATIVES WHAT ARE THEY AND

. .+ WHY ARE THEY IMPORTANT? : ) .
Althodgh it is not a particularly well studled or documented

©

*
fact, the sOC1al ﬁabrlc Whlch blndstour society beComes ¢

1ncreas1ngly compl}cated by the year. In education, in particular,

this has been the case, espec1ally slnce the 1960s and the )

- beqlnnlngs of large federal 1nvolvements in publlc educatlono

at all levels. Sometlmes the increase in. complexxty is .
applauded.as progress, more often in recent ‘times it has

‘been deplored as a burden, as a drag ‘Sn lnltlatlve, and an

“unwanted constraint on freedom. It is not'our desire here ! _ "‘

to take a stand on such issues but rather to “shed som@ llght
on the natiire of one process by whith soc1al arrangements o .
become more complex, namely through' lnter—organlzatlonal networklng.
If it’is difficult to understand all the structures and
ééithat make up our social world, it is at least
qually dlfflcult to descrlbe them in a coherent way and more e
dlfflcult yvet to quantlfy that understandlng 1n anythlng like
aosc1ent1f1c way. Nevertheless, we started out in thlS:prOjeCt
with’ that klnd of ambltlon. It mlght have been a bit. slmpler"'
and. more reaﬁistlc to have done a study- only of what happens' R
within a, complex organizatadn like a sdhooi or an even more - -

\ .
complex organlzatlon, llke a school d1str1ct ‘or a unlversuty -~

1nter—connectlo

Certalnly .the last word on such orggnlzatlonal analyses has yet.

" to be written. But we chose instead to go in between existing .
§uganlzatlons to examlne phenomena which leave much falnter'
traces, which ex1st on .the periphery of consc1ousness for most
of the malnstream actors of organlzatlonal llfe.H What espe01ally
1ntr1gues us- is the pOSSlblllty that in this 1nter—organlzatlonal
space we will find. the seeds of altogether new organizational
forms and forms hich have very special properties and functlons
in brlnglng arl, he more. solid organlzatlonal forms togefher
in a more systemlcly 1nterdependent and functlonal whole.

S There are probably as many varieties of lnterorganlzgtlonal
arrangement as- there are Organlzatlons so that in beglnnlng a
study of this type, we have the further problem of selectlon._ Here

- we are gulded by two masters. The first is the prejudice of our

own pas £ research, almost all of which has been darected toward

’

flndlng the connectlons between’ the world of research and the

-

&
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world of, practlce.g This past research hasvled' us to consider
the unlverSLty as. onk of‘the key\organlzatlonal-nodes of soc1ety,
particularly when society 19'v1ewed as a knowledge building

and consuming system. The second guide has, of course, bheen our:

Sponsor, the Natlonal Institute of Education, which has had a - ‘ -

long standlng 1nteres€?1n processes by whlch educatlon in general , ”,' R
and publlc elementary and ‘'secondary educatlon in partlcular can_, R
be , 1mproved through the, better utlllzatlon of knowledgte
espec1ally knowledge derlved from or compat;ble with SClentlflC
research. At one time un;verSLtles were considered to be the o .
almost exclu51ve custodians of the scientific enterprlse, “and
"while -this is_ decreaSLngly the case, it' is Stlll largely true.
For that reason it seemed reasonable to look at the .relations
between universities and schools as a prime locale for commerce
ln knowledge which mlght affect schoollng in some posztlve ways.
Haying settled on uanerSlty—SChOOl networks as the focus.
" of study and hawving determined that three such networks werethev

w

most that could be practlcally studled wlth our staff*resources'
and the flnanclal resources of our sponsor, we thé&n proceeded ‘to:
select sztes in the most unsystematlc but loglcal manner. We ~

used our own lnformal contact networks and our Own-powers of

‘recall whlch led flrst to a memory of a great school network ‘

"formed manytyears ago under the leadershlp of a famohs eastern‘

prlvate college of educatloh. A contact wlth a.present faculty .

member of that college establlshed the fact that the very

‘same network still ex15ted and;, in fact, had ' been recently ’

relnv1gorated Another' personal contact recaled that there was °

a lot going on under the direction of a very proactlve and |
blnnovatlve\dean at a’ state unlverSLty way ouE~1n the prairies.

A few more phone cglls established the fact that there had been

a lot going on. Flnally, in an attempt to flnd some kind of

balance between a very 0ld and sophisticated Eastern Private

college of education and a publlc lnstltutlon serv1c1ng a mostly

rural western state we made-a visit to a ne&rby state university B

which had a- large?college of education serving the needs of, a 9 . '

rather densely and. dlversely populated Atlantic state. Again

¢ O R - \ v A ~ - u .
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we hit pay dirt, finding a very actf@e}o&treech‘and netwarking

¥
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effort which dated back some 14 years: ‘ We Had our three networks.:
ﬁardly a random or representative sample, they newertheless
regresented a number of interesting contrasts and . similarities,
&nough to make for a rather rich brew Qﬁ speculatlve inseght.
First 'of all, they weré all truly networks with some sort of
formally legltlmated status. Second they were- all reasonably
long- lasting: 40 years, 14 years, 4 years. Thlrdly, they all
appeared to exist w1thoﬂt the help of the federal government,‘

. federal grants or supports.g Further, they all held the teacher

as theprlme focus of concern whether thls meant teacher owner- %
hlp, teacher tralnlng or retralnlng, teacher self-help, or ' h
teacher utlllzatlon of knoweldge. These were all important
commonalities, espec1ally we thought from a pollcy perspectlve.<

First, there was no. point in studylng short -lived phenemona; .

“longevity seemed to be 4 minimum criterion for v1ab111ty.
" second, the fo al aspect was suggestlve of the pos51b111ty that

such netwogks could be dellberately deslgned and planneg!and

established, that they were more than the happenstance a.

'certaln set of 1nd1v1duals who knew each other. Third, and

perhaps most lmportant in a. perlod of drastlcly curtalled
federal ‘support for education, was the fact that.these arrangements

yappeared to be financially free standlng at 1east.as far as

.

federal dollars were concenred. . B .

These three common aspects ‘highlight the study from a pollcy
aspect. They evoke such questlons as: Lo .
1. What formﬂ.structures and artangements are optimal for
optimal knowledge utlllzatlon ‘and optlmal 1mprovement of educatlonal

practice?- - . ) R " ‘ . 4

2. To what extent can such arrangements be dellberately
planned and executed where they do not now exist?
| 3. What does it take to make such arrangements last from‘
year to year and to remain vital over a period of time?

4. What useful role, if any, can be played by third party-
fundlng agencies and technical advice givers either to strengthen

existing networks or to create new ones? _ K

,‘
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The dlfferences -among the three were also provocative.
Are there special advantages in networklng that derlve from w
being a publlc vs. a prlvate college’ We: generally concluded
that 1t cut both ways but that the public institutions had a
big edge when 1t came to teacher lnvolvement . Are there
dlfferences_getween ‘small and large 1nst1tutlons on.either the
. giving and. rece1v1ng ends? We found. the most powerful effects
jinvolved agvery small community college and a small town-rural f" .
school constltuency (see Arcadia, below). . What are thereffects .
-of the avallablllty of alterhative resource systems’ We
generally found that these arrangements prospered more where
there were fewer alternatlves and where serv1ces provided could
be percelved as both Valued and unlque. ~
This chapfter beglns ‘with a consideration of the role ‘of the P
un1vers1ty in social problem- solv1ng and then goes on to an
extended narratlve summary.of each case study. © We will then
. reflect upon such networks as social phenemona as a prelude to

a more detailed consideration and evaluatlon. Finally, in the
fourth segment of'the chapter we provide an outline of the study

. as a whole. . - _— .
)‘ 1.1 THE PLACE OF THE UNIVERSITY IN SOCIETY* * , L "
‘ - ‘ The un1vers1ty is an lnstltutlon which has existed for roughly -

1,000 years. - It is first-and foremost an 1nst1tutlon for educating

A Ay

. people, in fact providing the highest levels of formal “‘education’

soc1al structu?%s are looser and less hierarchical than most
other types of organlzat;ons. Even though they have formal
hierarchies. nuch like businesses, schools, and governments,
* considerable power res1des in the direct workers, i. €., the
profeSSors who do the teachlng.n There has also been a long

tradltlon in free societies of an 1solatlon of universities from -

o .other sqgcial organizations and of a degree of independence from

.7 .social regulatlon and intrusion from other LnStltuthnS including ¢
governments, even when governments, through their taxing powers,’
_provide the bulk of financial support for un1vers1t1es. : T

- *Some of the material in this section is adapted from the prevlouS*
8 report by Havelock et al. Planning for Innovation (1969) See ,
. ¥ chapter 3 "The Macro System of Knowledge Flow.' . .

‘which a society can offer. By long tradltlon unlver31t1es as .o




o

- reached out 6" school olstrlcts and schools 1n the1r respective . &

Lstudy is. all about. It 1s a st®dy of how three unlversltles

v - . : : ) N
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In spite ‘of long tradltlons of 1ndependence and isolation,
however, un1vérs1t1es have always had a tremendous lmpact on the

soc1ety ‘a5 a whole, partly ‘through prov1d1ng advanced educatlon

\I

~for the leaders -and profesSLonal speclallsts upon whom the

_society depends for surv1val Starting ln the mid 19th century : v

in the United States that 1nfluence %ecame ‘eveh greater through
the deslgnatlon of publlc un1vers1t1es as the seed- beds of new )
knowledge and_ technical asslstance ‘to the farm populatlon within
each state.  Toddy, the Cooperatlve Extension Serviece represents“
one of #he most elaborate ‘and successfu} 1nterrnst1tutlonal s
networks ever’ created, providing a contlnudhs and plentlous ¢
supply of: knowledge and technical expertase to farms and rural
homes‘xhroughout the land In sp1te of ‘its success,_however,
the CES model has never been emulated in. any flelds other than .
agrlculture and, home economlcs. There are probably -many reasons
for this, among them 1s the fact that there has never been a
national will expressed clearly through t$e Congress or the . L .
executive branch to proceed ln-thls dlreCtlon ‘in any other ) .
fleld. Nevertheless, there have been other connectlons between
universities and various service teas of the soc1ety 1n.med1c1ne,
law, business, government, - &nd edé%atlon. Generally, these : , .
arrangements have grown im an ad hoc manneﬂ;.depending heavily
on! the initiatives of rparticular individuals at particular
times. ° For this reason they are tremendously varied with ~
respect to structure,'scope, purpose, ‘longevity, and outcomes.-
Such varlablllty, ltself, provrdes an opportunlty to the |

researcher and'Uuapollcy planner to sort out what models of

’

collaboration between universities and other social entftles are
most viable, mdst benef1c1al, leas% costly, and most pos1t1ve

1n range of consequences. In large part,,that is what this’

reglons, and of how an 1nst1tutlonal strugtu re was -created . t

through wh1ch meanlngful collaboration could take place on a

v LI Y

regular basis.
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he potential of the unlverslty as a partner in social
problem solv1ng at evefy level has often been noted. ¢ For
example, Commager (1966) propoSes that the university

Is, next to government itself, the chief servant: of
society,, the ¢nief ;nﬁarument of social chapge. It
occuples something of symbolic role of both ‘the*

+ church and the state in the 0ld World, but it fills

" a role which heither church nbr state can effectively
fill; it is the source, the inspiration, the powerhouse, -
and the clearinghouse of new ideas.

+If we can accept these grand statements of the unlverslty S
potenﬁlal role: as more or less valid, we need also'to recognlze
that the probieh—solVLng mission of ‘the unlversity center is only
partially realized and actuallzed by the un1vers1€§ ltsel@; t
A bastlon for ' new -ideas, it is also a prison for new ldeas,
surrounded by high walls which the academics have built for -
themsslves,vthe ‘norms and values which matntain the purity
of "baslc" sc1ence and j$he complete lndependence of the basic
sc1ent1st.*~ ‘Stated another way, the‘unlverslty is very amblvalent
about its i‘ole as universal expert and pggblem solver for the
practhal world Traditio lly and partlcularly lq?England and
Germany where the un1vers1t ame into being, applled .work-and
"se!plce" have been shunned altogether.l In the more . practlcally
mlnded United States, however, the concept of a unlverslty as a
center for teachlng, research,- andrappllcatlon came into belng -
w1th the land grant college legislation heginning in the 1860'sy

“A century later, however, the image of the U.S. university is
not clear ‘even to ltself (e. g., see Parsons, 1968). A struggle
gots on between teaching and research lnterests _which virtually’
crowds out serious consideration of the unlversyty s role as y
the problem—'olver and expert for the greater soc1ety. Meanwhile,
the average c;tlzen looking on from the sidelines 1ns1stently asks
when the professors are going. to stop "study%ng" problems and

.start.:helplng the society by uslng what they kggw.'

*ZnanleCkl notes the positive value ‘to society as a whole in the
maintenance of the Ivory tower and the scholar as the guardlan
: of truth, (1940) . .

.




‘ The internal dissension, the blurred image, the’ the confusion
‘ - about ‘priorities in the modern unlverSLty are all related,lin.part,
to the one outstandlng fact about the university as an institution:

. " the lndependence and domlnance of the tenured faculty. The o

unlver51ty has an "admlnlstratlon" whlch is. a form of government, .

to be sure, but it is generally recognlzed that most substantlve
pollcy matters Wwithin the unlversity, '.g., the currlculum,the .

. .,methods of lnstructlon,-recrultment of students and faculty,

! and the content and. nature of reSearch and serv1ce, are determined

by 1nd1v1dual faculty members, governed loosely by the supposedly

shared norms f scholarship, science, and academic, profeSSLonallsm.

If these norms were throroughly expllc1t and universally

- “ enforced, there would probably be very little attention devoted

to knowledge appllcatlon and utilization by universities. In

.fact, however, there is. only vague consensus and some reluctance

//to enforce such norms with the result that the university has
expanded and d1ver51f1ed its activities’enormously. U.S. uni- -

versities today, even the most pmstigious, are hardly recognlzable

' " ‘from the 19th century English and German ancestors, including as
“they do such diverse components as business, nursing, and social

bureaus and lnstltutes of research and serv1ce,

rtments ofﬁcommunlcatlon,

work schools,
o colleges of contlnulng education, and depa
packaging’, -hotel’ management, home economics,

Even with this great d1ver51ty and evident concern for
arts, there remains a kind

and on and on.

tralnlng and research in the practical
of "implicit hierarchy within the unlverSLty.
partlcularly those with an applied emphasis, are accepted only-

reluctantly and viewed suspiciously by the.older, more academic,
Nevertheless, ghe unlverSLty changes

New components,

: more "central" departments.
) in spite of Ltself, first becauSe it has no strong, central

government to enforce the traditional conception of rts m15510n,
and second because out51de pressures force these changes upon it.

As Commager pdints out (1965 p. 78), most of the outside pressure

| has come from the federal government and mostly from government

V ‘ efforts to moblllze soc1ety to fight wars.
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In this fulminatiﬁg growth, mostly unpléﬂqed and uncoordinated,

some authors are able to detecfca meaningful pégtern which bodes

well both for the university and the societ?. Clark Kerr‘(l964y\\\§

describes the new university as a "multiversity," the core of - ) , ; -
expertise and problem solving power for the whole society., %’
Bénne tells us how the newer peripheral elements form a bridge

& v . i

" between academicescholarship and the rest of society:

The peripHery Of the university has its distinctive
virtues’ too. Typically it is closer to the interests,
concerns and: maintenance .and growth. requirements of
other parts of the society than the center is. Members - : .
0§ the periphery cannot dispeénse with the category of .
human and social importance: in their work; indeed
they must’ define and redefine this category in their .
| responses to the urgencies and emergencies of the part ,
B of society they serve, in making their judgments about e
. teaching and about applied research. In a real sense
‘ they must bring the wider society to the unive¥sity--
they must mediate between the wider society and the n
. center of tBe university. (Benne in Benne et al. 1966) -
. f . i - 3 .

- 4 - : e .
- e In -summary, the potential role of the university as the _ . LT
. principle socie£a16f§50urce for.expert knowledge is clear. Both
central and peripheral (basic and applied) sectors .of the .

tical role in the maintenance of . e

" Tuniversity community play

culture and the geéneratigp new ideas. However, with the
sciplines, ‘the coherent and
effective utilizatida-oFf the university as a resource system

has yet to be realized.

exception of agricujtural
N
. The key bridging institution between academia and the"
worlds of practice is the University-based professional school. The
~ professional school ,serves as a bridge‘in several ways: (1) it
provides for profession renewal through continuous recruitment,
train%ng and certification of new mgmbers;‘(Z) it proviggs ; |
f" home‘Bése for specialists and- for applied*researchexé; (3) it
furnishes much of the new knowledge content for professionaiv
journals; and (4) it is likelyito'provide a large proportidn oé
the formal and informal leadership %o‘theaprofession.', o : .
R The ideal role of the university professional school ig B -

well-described by Barber:
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The unlver51ty professlonal school has as one of 1ts baslc
functions the transmission to its students of the
generalized and systematic knowledge that is the basis
of professional performance. Not only the substantive
-knowledge itself, but knowledge of how to keep up with

: continuing advances in professional knowledge is what v

. the university 'school seeks to.give its ‘students. Where
the body of professional knowledge is changing very

‘" rapidly, the-university professlonal school may take
a direct role in promoting the 'adult' education of the
members of its profession through postprofessional .
tralnlng courses, Seminars and institutes. %
Equally 1mportant is the university professional school's
responsibility for the creation of new and better- knowledge
on which professional practice ®an be based. 1Its
university position makes it possible for all members
of its staff to be part-time scholars and researchers ‘and
for somé to carry on these activities full time. The
university profess1onal school can borrow resources of
knowledge from other university. departments, either by

° co-opting full-time teaching and research personnel or
through more infermal, part-time cooperation in the uni-
versity community. The better the. university professional
school, the more likely it is to use xesources from the
other professional schools in the university and from
all the other departments-of basic. knowledge insofar as .

s they are relevant. - In sum, the university professional

.~ » schools-are the leading, though not .the sole, innovators

and systematlzers of ideas for their profess10ns.
- (1963, -pp. 674-675) - . . v’

, o
*

In practlce, hnwever, the profess10nal school is not a wholly
creative force.' Many of 1ts members have an exclusively-”
academlc’career orlentatlon and are sO lnsulated from the
service fuhction of the profess10n that they have no current
conceptlon of consumer needs and problems and no 1nterest or
concern for meeting them. At the same time the professlonal
school is marglnal to " the un1vers1ty, partlally shut off "from
the main stream of new scientific thought emagnating from the
eacademlc departments. The weakness of:the- professional school
as a llnklng mechanism is most glaringly apparent in the shabby
and poorly flnanced efforts to provide university-based
contlnulng educatlon for the members of the profession. :

Most professlons are also amblvalent about the effdrts of-

4

tprofesslonal schools to "upgrade" serv1ce standards because such

o
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efforts run counter to the personal self-interest of the -
existing membership: Members of p;ofessional~schools who wish = .

‘to bring about change in the profession must work slowly and

¢ gingerly, priﬂgrily using persuasion and informal pressure as their

only tactics.

These thoughts on the role-of the unlver51ty and more .

artlcularly the profeSSLOnal school form an important backdrop

effort lnltlated by certain members of the profeSSLOnal school .. )

faculty and/or by deansﬁ They are seen fin the process of trying

to realize the’ potentlaL descrlbed by Benne, Commager, Kerr, and

Pothers. The context is- ﬁot ivory tower but both the norms and -

|

|
to.the narratives which follow. Each represents an outreach '

|

|

|

\

" the publlc images of academla hang over each of these scenes

in varying degrees. Apﬁ;~

-

v.
-




. education, none has been more successful or long lasting than -

-1mportance as a model for conductlng large scale, sustained, and

‘rlgorous research on schools and schooling, but it was equally

research knowledge for school 1mprovement; That is why th1s

1.2 FOUR SUMMARY CASES OF SCHOOL—UNIVERSITY COLLABORATIVES

” Perhaps the bést way to 'begin this analysis is to present
a summary narrative of each case, condensed from the mucn lorger
presentatlons which fill the pages of the first three volumes of
this series. For each case we will give an overview of history,

present structure, functions, and outcomes including an assess-

. ment of the degree that the arrangement seems to have achieved

permanent status as an institution. We will also divide the ®
Eastern Private case into two separate cases because two
separate eras. " are covered and two rather different patterns
of arrangemengt, and outcgme are applicable. A

1.2.1. Case Summary Number One: The Council--The Flrst Great
- Collaborative

Of all the schemes that have been developed over the years

to bring- schools together around the' core of a college of

"The Council." The Council stands as a klnd of exemplar foy

networklng 1n education. In its earhy years it had great

successful 1n,1nvolv1ng many thousand; of school and un1vers1ty
people in the dlssemlnatlon and practical utlllzatlon of such ‘

volume beglns with this- story It setg a standard and a vision
of what is possible and from many points of view desirable.
Of course, it is not the only model and it may not be a pattern
which is either attainable or ultimately relevant to the 1980°'s.
Cértainly there are others which we will discuss later whHich do
some things which the Counc¥l did not do 1n its heyday.
Nevertheless, in a period which predates federal initiatves in
educational R&D and practice improvement by a generatlon, one . .
can only be awestruck by the power of the original Council model.
The Key Pebson. One will be struck throughout th1s volume -

by the role played by a few key persons, usually only one or
two per network, who. overshadow all other actors in their energy,
intelligence, their sensitivity, and the power of their v1s1on.

= +
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Leading this parade of superstars is the founder of the Council.

It is clear that by 1940 the founder had already achieved
considerable stature not only as a researcher who emphaS1zed
quantltatlve approaches in large-scale studies but as a major
adV1sor to educatlonal leaders at federal, state, and lokal |
levels. We learned from interviews that he waswin addition a -

person with considerable social skills who developed strong

friendships Wthh operated on 1nformal (e.g. flshlng trips),

as well as formal and work-related bases He was also eagerly
sought by graduate students as a mentor with whom one could

learn a great deal about research and school systems, with g '

whom one would be likely to find-a clear'road‘to dissertations
and to, future job placements. ‘
- From the reflections of a number of 1nformants we got

a picture of the founder as a charismatic flgure, referred toi

in one publlcatlon as- “the renaissance man of educational

admlnlstratlon. He also appeared to some to be "an irascible
old bastard" with an 1mage to outsiders of aloofness and.
formallty However, he excelled in relating to superlntendents,
frequently going out to rural areas to sincerely congratulate
school admlnlstrators,for all the good thlngs they were doing.

He also had a reputation ofdbeing very good to his own students
and very kind to the people who worked or him. , Being invited
to work with him was described by one informant as "klnd of like
getting a Natlonal Merit Scholarshlp, once you had it you

were considered to be made."- The informant could not recall any
student or staff person being dropped once they were hired.

He also made sure that his students got to the annual meetlngs
of the American ASSOClatlon of School Admlnlstrators at Atlantic
City, and he saw to it that they got v1slb111ty and social
introductions to important sechool admlnlstrators at these
meetlngs . ‘

" It is important to note that the founder was a dedlcated R

researcher who thought that the road to reform was through ®
research. Thus he jealously.guarded the researdh funds that 

were garnered through various networking activities and he

V12
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saw‘the‘research function @as being central, supported in various
ways by program elemehts such as’ conferences. He was also

a person driven by what ‘could be called an elitist theory

of reform, a theorY‘largely of his owrd making (although parallel
notigns had been developed in cultural anthropology earlier and
in rural seciology about the same time). Thus he was delighted
when comparative studies showed his local network,as a group .
to be far ahead of most school districts across the country on
all his dimenSions. .

. The historic institutional context. A key to the under-
standing of this case is the fact. that it involves a set of
school districts and a.college of education located in one 'of
the most affluent old money" areas of the United States. The

‘'school districﬁs which later became the pool from which members
_of the arrangemé%ts were drawn had a reputation fQr ‘being among

'the strongest in public educatiOn, in: many ‘cases vying with and

paSSing many. private‘schools in college placements. It was also

" from these schools. that the univerSity drew its original teachers

" to.become professors at the college of education (which was . .

primarily a graduate school.bf education). ‘'Thus it was L.
originally conceived as a speCial institution at which teachers

"could learn to improve their craft through the tutelage of
' other, teachers who had demonstrated mastery. By‘!he 1930s,
. however, the reputation of the college as a_ center of ‘research

and scholarship was also firmly established and undoubtedly
overshadowed the "teacher s college“ image.\ Therefore one: might
urmise that even in 1940 the idea of prov1ding direct service

to a local area was no ‘longer a distinct priority dof the college.

Founding and Start- Up. - One imm diate stimulus for the

founding of the arrangement was a national conference for school "

Vsuperintendents convened in the ‘summer of 1941. As a result

of the success of the conference a number of superintendents,

; mostly from the immediate area of the. college of - education, got
~together with the.founder and dec1ded that it must .be kept up on

a regular basis. There was no formal structure at that time,

no constitution or by—lawsL but a general agreement among the

4
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dlstrlcts to share. and learn frOm each other, partlcularly .
concernlng new practiceg. The college' s capac1ty to conduct -
practice- relevant research and toshare the results of that
research and the work of other distinguished faculty members v a
were additional important attractions. A third aspect was the ' |
"llghthouse" concept, the idea that these affluent schools could ' |
develop innovations with their greater capacity and that they
could then be disseminated to less affluent dlstrlcts, thereby ’ j
, .
|
\

.

acceleratlng educational progress.
‘, The founder hired a former graduate ass1stant who had .

worked on the "adaptablllty" measures to supervlse a procedure

for collectlng materLal from each member district regardlng

advanced practlces. A number of graduate students teamed up w1th N ;

school dlstr;ct volunteers to collect, observe, and record th1s ,

o materlal. » It is noteworthy that from the earllest stages of th1s

process there was an informal trule that no volunteers would | T L
conduct observations in their own districts, a feature which not
only 1ncreased objectivity but also led to helghtened lnterchange . ~ |

of experience and lnformatlon among member dfstircts at all

levels.

Contrlbutlons of the d1str1cts to the consortium arrangement

which became known as ."The Council"” were originally based on & e — |
very small per-pupil fee whlch was greatly supplemented by the 1
contrlbuted staff time of observers. ,The fee structure also

_allowed the founder to begin hlrlng a core staff which could

prepare speclal.publlcatlons for the membershlp and for a larger

" national audience ,of educa@ors. The first major collectlon : .

effort resulted in a book- called What Schools Can Do, &nd since

lt was a compllatlon and descrlptlon of lOl innovative practlces

lt soon became known as the "lOl book. The boo& was very popular

and widely dlstrlbuted throughout the country. ’
The activities. related to the development of the "101

book" were also of some lmportance to member d1str1cts as the

=

) materlal gave them each’ ‘some .good "shdw—and tell" ‘for the

annual dinner of the metropolltan area boards of educatlon, a
major annual event 1n the area. The activities of the consortlum

had an addltlonai appeal to member dlstrlcts in that they offered

3 . -
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"survey" services,.i:.e., documentation of school district

operations and finances,(at a fraction of the cost that would -
be involved if each d1str1ct had to contract separately.
Apparently such "surveys" were routinely expected by school
Boards on*a periodic basls as a kind of feedback or ev1dence
to the c ommunlty that its funds were belng well spent

Heyday “uBy the third yeaf of collaboratlon and after
cons1derable experlence w1th the documentatlon of lnnovatlons,
the founder and his team organlzed and formalized the lnnovatlon
documentation* process lnto an instument which they called theﬁ&
"Growing Edge," meaning an index of . .the extent to which a
district was on the cuttlng edge of lnnovatlon. This lnstrumentl
was- a clear descendant of the "adaptability" measure of the
late l930s and represented the continuing efforts of the founder
to develop»a rellable and comprehens;ve measure of school
district quality. By the ‘thitd or- fourth year the Growing Edge
became the basis for a survey of services of all member districts.

A special feature of its administration was that each district

was asslgned a numerlcal score on each dimensioh and was given’
its own code number; each superlntendent would know only his

own number and would thus be able to compare his district's - “
results with thosea of others as a group. fhus a sharirg and
feedback mechanlsm was developed which preserved anonymlty while
at the same time providing each with the crltlcal comparative
data they needed These sharlng sesszons on the Growing Edge
were restrlcted excluslvely to superlntendents and no substitutes
were ever allowed. o _ ‘

However, The Council operated.on a much<broader front through.
an elaborate arrangement‘of committees and subcommlttees which '
considered specific content areas. These committees as well as
the annual Counrcil confereﬁces allowed for representatlon of .
teachers, specialists, and admlnlstrators at all levels.: In-.'
ad.&tlon The Council published a monthly newsletter contlnuously

from the fall of 1942 through the -spring of 1977. Both for

‘the newsletter and for conferences and committee work The Counc11

was able to call upon the very dlstlngulshed senior faculty .

of the college. ’ : : o * )
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i Membership rose rathex quickly to a little over 60
districts and remained more or less stable at that level for
about 20 years. " In addition, there were very sigmificant
spinoff institutional forms of which at least four deserve
mention. 'The. first spin-off. involved the establishment of many
college-school collaborative networks to collect and share
research findings and innovations as the founder's concept
spread rapidly across the country in the late l9405. ~In some of
the most successful adoptions of his idea, persons who had worked on
the founder's staff were hired speCifically to set up and manage

the arrangements. ) ‘ .
The second new organizational form "algo followed from the
success of the original network BecauSe of .its rapidly-
growing reputatiog, The Council received many requests for
membership from fdr outside its service area. ' In these cases
"associate" memberships. were initially granted at a reduced fee
but later the associates were drawn together into their own net-
" work which grew'in size to nearly 250 members in, the 15505. I@ the.
- founder's conceptualization of the change process as first -
involving invention and then diffusion, these associates played
a very iPportant role as a national diffusion network for the
"101 book" and many subsequent analyses- and write-ups of reforﬂ
practices. ‘They also represented a much broader sample through
. which the Growing Edge methodology could be validated and

-

extended.. 3

-

A third activity whichbresulted partly from the suocess.
of the original éouncil and partly from the founder's continuing
effortsxto assist states in formulas for financial assistance
to schools was the school centralization program which involved
a large number (about 275 and later 350) newly consolidated Ca
districts from the more rural parts, of the large state in which .
_the univérsity resides. A ‘special arrangement was developed
for the‘hniverSity to proVide statistical survey services to
these districts along with the dissemination of information
.on innovations. In addition to providing a state dissemination.
vehicle, (alongside the local and national networks), this .network

1 i
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consolidated program of research with the local, state, and

Had special significance because it supplied a rather large
and reliable income to the university which could be used by
the founder to greatly expand his staff and increase h1s
research capac1ty. , ‘

Finally, another development of the expanslonary period of /
the late 1940s and early 1950s was the creation of a Research
Institute as a new institutional framework under the leadership
of the founder within the administration department of the -
college. The Research Institute became the primary seat of a

N
national network activities as the service-outreach components
organizationally subotdinate to it. The growing clout of
the founder within the university allowed him first to borrow ’
funds fron the college to provide for the start-up of the
institute and later td provide his key lieutenants with -
professorshlps, at least one of whlch waf’tenured.u

"It i's rather dlfflcult to assess the impact of this jhey-
day perlod in guanltatlve and fully»credlble terms so long afterﬂ
the fact, but theré were certain obvious outcomes whlch are
lmpresslve. Flrst of all, the number of school dlstrlcts that °
were d1rectly influenced seems to have been large and the areas
of practlce where some impact could have begn felt were very
broad.j’With§each administration of the Growing Edge, Council

‘members scored higher and higher until the lnstrument no longer
'dlscrlmlnated among them--even thpugh dlStrlCtS 'in other parts of

the county were still- far behind. Thus it seems- probable that
the continued feedback of the tr1enn1al survey caused,super-
intendents of lagging districts 'to take spec1f1c steps to catch

up in. whatever areas seemed to be def1c1ent. Perhaps’ more

~1mportantly, the networkLng activity prov1ded an 1nst1tutlonallzed

mechanism for contlnuous ‘reform of school practlce across a

 very wide front, increasing the capacity of dlstrlcts to. survey

their own functions, find out what other: dlstrlcts were doing,

and obtain access-to resources of every.kind (including the
- talented and well trained graduates of the founder' sigrogram).




On the university side there were also’ some clear gains.

The programs which were collectively an outgrowth of the original
Council were able to support a dozein or more graduate students
contlnuously over ‘a 20—year period in ‘addition to three full-
time staff members at faculty rank. By 1961 the founder
reported that approximatelyMZOO research studies had been
carried out within the Research Institute. Many of these were
also Ph.D. dissertations and all were related-as pieces of what
was probably the: largest sustainéd and cumulatlve programmatlc
research effort ever undertaken.in the field of educatlon. In
‘'spite of these achievements, however, the 1nfluence of’ the IQA3J
upon the college of €ducation as a wholé was only moderate.
- As new programs {stich as a rather large "citizen educatlon
“project" sponsored by the Carnegie Foundatlon) were taken up
by the college, The Counc1l ‘turned out to be a fertile ground
for access to schools .but™these connéctions were ad hoc

nature and did not 1nvoﬁve the extenslon of influence of The
COunc1l and 1ts processes into other college departments nor
even to all other members of the admlnlstratlon department
itself. In fact another endowed research 1nst1tute existed in
qrallel to the founder's institute under 1ts own charismatic
leader who advocated "action research," a form of collaboratlve
problem—solv1ng in schools involving joint efforts of un1vers1ty—
based researchers and pract;tloners. From this we have ‘been

able to discover therecwas v1rtually no interchange between these
two institutes. * -« : ‘
~L  on the other hand, ;n the development and admlnlstratlon
of the Grow1ng Edge, the founder was able to enlist the support

‘of faculty from several departments. In the "observer s guide”

used for scorlng the’ lnstrument there were twelve. subject area
sectlons called "windows" and for each W1ndow a senlor professor
was enlisted as expert consultant. The: lnvolvement of

~ professors- was not always very successful because tradltlonally

"consulting” ‘meant’ lecturing to an audlence rather than working

~through an instrument to define categorles. In a few cases,j

"~
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however, professors were. 1nsp1red by the process as=a few
approagh to both research and graduate teaching.

For ,The Council ltself, an obvious and impressive outcome
was survival and prosperlty over a long period of time. -
Membershlps remalned steady and act1v1ty levels remalned high for
at least 20 years. y-% 9 elaborated institutional structure
developed at the college end with an impressive  measurement
capability and. senior staff were given faculty app01ntments.

The Council continued to flourish after the founder''s ’
retlrement (1960) and. death (1962) In fact, under his anointed
successor a new and ambltlous program was undertaken to develop
comprehen51ve "Indicators of Quality" for schools. That J{f
program had a life cycle of 10 years which is chronicled 1n
Volume III of this serles (pp. 21-35), but with the successor 's
retirément in 1972 The Counc11 langulshed and very nearly
‘ceased to exist in anythlng but name and memory. Thus, it is
our view that the total Council story can really ge best
understood as. two separate: storles, one endlng in 1962 or
‘arguably ln 1972 and the other beg1nn1ng about 1975. .

1.2.2. Case Summary Number Two: The Council "Revival: Eastern
' Private University and Its School Network '

In 1975 the Board of Directors of" The Councll, a, group

composed entirely of school district superlntendents and now
shrunk to the five representlng the only remaining dues—paylng member—

shlps, suggested to, the University that the time mlght ‘be at ‘
hand to bring- The Council: to' an end. The University respOnded by
bringing the IOA under the wing of the endowed research .
institute and by app01nt}ng a new part—tlme dlrector who had
a strong commitnient to supporting practice lmprovement at the
school and teacher level as well as a background in planned
change experimentation-and networklng.

The new leader breathed llfe into the IOA, first by brlnglng

on staff energetlc and creatlve graduate students who had had

extensive experlence as school practltloners, primarily in
teaching and staff development roles. Together with two such .|

.




asslstants, she lainched a major recrultment drive to woo back

membershlps, v1s1t1ng many of the superintendents and prov1d1ng
th with a display of new offerings, including multi-session
seminars for staff at various levels on a range of‘topics,
conferences for superlntendents with natlonally-recognlzed
speakers, and, a8 an option, the serv1ces of a"fellow, an
experlenced graduate student who would come out to the district
on:a weekly bas;s as a consultant-change agent or llnker.

In all these offerings};emphasis was placed on the service " .
function to séhoolﬁdistricts with no implication that districts - “
would - ‘be used- as research sites or field settlngs for student ‘ ‘?
'dissertations. In return each d strict was to contrlbute a ' |
modest fee of $750, actually halved from the prev1ously

established dues schedule.‘ The fee was doubled if the "fellow™

'y option was taken. The rejuvenatlon effort appears to have . '

been  successful in many respects. Memberships Jncreased
substantially (frqom 5 dues payers to 29) . The secretariat F
delivered on a dlzzylng schedule of workshops and conferences,

all of whlch were well-attended There were 50 workshops and

'.0 conferences over a 3 yt.ar period. In many df these workshops

they succeeded in involving many teacherQ‘for the first time,

-in contrast to the hlstorlc' admlnlstratlve focus of the IOA.

Much of the physlcal and logisticail effort of putting on “ . :
conferences and workshops was carried by the fellows who met as a

b

ﬁgroup, about every two weeks, both to plan act1v1t1es and to°

: report on their separate experlences as change agents within
thelr assigned districts. Each fellow experlence was, d1fferent
depending (a) on the backéround and lncllnatlons of the fellow,
and (b) the expectatlons and placement opportunltles provided
.by the district. In our study we traced the experiences of
three such fellows in scme detail, because in many ways it
was through ‘the, experlences of these fellows that the llfe -of
the IOA was played out. One of the most v1s1ble Outgrowths
of the revived IOA durlng its second year was the development
of 'a sub-network of teaciers and curriculum and staff developers

»

~with spec1al interest in writing. This "writing consortium" was

“
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‘ organized and coordinated by one of the féllows and involved
four districts actively and four others more perlpherally They
held approximately 10 half-day workshop sesslons over three
school years, some involving outside experts, some involving = °
'sharlng of craft knowledge among teachers, and some conSLStlng ' -
of worklng sessions, at. which materlals were developed and
analyzed. The writing consortium’ was the only focussed
act1v1ty clearly attributable to the IOA which was able to
sustain itself with clear products and impacts over a multl-
_school year perioed. . E ° A )
During its four*year rev1val phasethls I0A has experienced
some turbulenceresultlng from the following factors~ lack of
:/ a clear deflnltlon of roles; lack of a distinct operatlonal
base; frequent. and extended leaves-of -absence by its lnSplratlonal
leader! a weak, uncertaln, and changlng "funding base; heavy

'"rellance on part- -time and volunteer effort by both unlverSLty

2o and school -based people, and amblvalenceby the university
‘ v regardlng ‘the proper use of its endowment, thejlmportance of
- ‘ service vs, research functlons, and the focus of a teacher-

. centered vs. an administrator centered strategy.
 Some Outcomes of the Revival, While the old Council had
long been known as a kind of "old boys network" fox superlntendents,
e ' the revived network deliberately sought and succeeded in .
‘ establlshlng linkages*'at the teacher level and the principal level
as well as among - -district staff level persons: in various roles.
T : On the other hand, the new Counc11 has struggled without great
| _success to expand the,network beyond the orlglnal core of four
affluent suburban countles "either to more remote suburban and
L ~ rural areas or to the much poorer urban env1ronments which abound in

the immediate v1c1n1ty of the university. .
For the school districts who are most lnvolved however,

the Council provides a varied and contlnulng input of high
. guality expertise avallable to all staff levels throggh the
many conferences and workshops that are put on. The high ;
. attendance levels and enthusiastic testimonials provided for
. ‘ most of these events suggests that they represent a J.gnJ.fJ.cantly

-«




increased knowledge acquiSition capacity. Inter-collegial

contacts across districts and personal contacts with university

professors can greatly expand the potential resource network

that districts and individuals can draw upon. ' .

The fellows program may represent the clearest effort . !
to improve district problem-solving capacity through providing
~ process expertise onéeite. There is evidence that this was
the result at some sites. For the most part, however, fellows
were not able to gain acceptance as general capacity-builders
‘but rather fitted in as the locals saw fit to roles or tasks.
which locals could understand and felt were needed.*

- In spite of the outpouring of activity generated in the
revival, The Council in its present form probably does not have
.great impact on®*any of its member districts. Most of the

~resources it provides are also provided by other network-like *
arrangements and serVice agencies which abound in the region.

Thus it is generally regarded by slperintendents as pleasant,

worthwhile, but somewhat inconsequcatial among the rather rich

ndJVaried assortment of in-service and linking opportunities

IS

available to them.
Likewise, - few university informants other than the I0OA

. sta¥ff, itself, are likely to rate the IOA in its present config-
uration as an essential aspect of the university, something they
could not live without.Most faculty have access to schools
through alternative channels and no department relies on these
districts for recruitment, or pre- serVice training sites, or
research sites, or graduate placement sites, partly because
the University sees itself as connected to a naticnal rather -than
a local constituency.

For the lnleldgil graduate:étudents who were involved-
as fellows, however, it is quite a different story.  Council-~ -~
involvement gave them diverse opportunities to grow ina
number of different directions: to understand other educational °
settings, to learn the role of linker or change agent through

experienCing it, to compare experiences of challenge, frustration, =

and growth with each other. In many cases' the initial fellow . ) - ;

experience lead to other opportunities including development of

spin-off networks such as the Writing consortium, taking on

+
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» . lJ.nkJ.ng roles in other settinds, developlng very solid ties
J " to each.other as a peer network and ‘developing extended ties to

« .

educators in ‘the region at all. levels as well as to nationally-
known expErxs recruiteé for various workshops and conferences.q
kwhen'comparingﬁthe revived IOA with its historic version,®
g we see&a clear shift in goals toward an active sexvice
Yf orlentatlon and an attempt to move down into the ranks of the
- dlstrlct to get more lnvolvement from principals and teachers.

It also represénts a muting of the research role.

S

. . Instltutlonallzatlon of the Eastern Private Network in
N - 1Its ReVLval Configuration

In its- present form, 1nst1tutlonallzatlon appears to be’ some-
. -what tenuous. Fundlng remains but is contlnuously threatened by

intermlttent dlShnterest and competing priorities both within ,

AR , the dlstrlcts and within the university. In its new—form there-

appears to be less codlflcatlon of procedures and less clarity ‘
regardlng the scope and limits of act1v1ty Within the university
: . there is a- commltment to continuation of field serv1ces in
‘ somethJ.ng like the present form but the level and cons:.stency
° - "of that commitment is not clear. On the school district side, w
. .the commitment -gees on from year to year with no assurance that.
any partlcular district is serlously committed in the long term.
i . Having said thls much about the revived Council, we might
' have left the impression .that it makes a rather weak case for
networklng between public schooksand pr1vate colleges and
*unlverSLtles., We do not believe that this is the case at all.
P - In the first place, 1t must be seén as a rather heroic effort by
a few people to make a brldge between these two ‘worlds in a
turbulent environment in which there are many - 1nst1tutlonal
~alternatives with far greater resources and legitimacy.
: Furthermore, total impact should not be measured only by numbers
served or by the extert to which institutional membershlps
are viewed as essential. Rather 1n thls case we should
v ) look to the great potentlal for 1mpact on catalyt1c individuals 4
at many different 1evels, people who can be inspired-to do ' .
‘ ' great things when the time and the setting are right. TFor

! .
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.these impacts we should not expect to be able“to ‘trace effects » -
in lJ.near fashion from the specific act‘1v1t1es’@f The Council- ‘

@ B

in a partlcular year. - S ’ : .
The other two cases studied and dlscusse&’more fully in
Volumes I and II of this series both represent«sharp contrasts
to The Council in either its original or its revived form. v .
\\\Each is situated in a single'state and includes as a prime
member. the largest public institution of higher 'education
within that state.: Partly for that reason both have more*elabor-
ated lnfrastructures whlch have become off1c1al -and publlcl¥
legrtlmlzed entltles.‘ This does not mean, however, that they . .
are not at all comparable with "Eastern Private." On the
_contrary, there are many parallels: particularly in such areas’
as ldeology, leadership characterlstlcs, and the problems of
‘coping with limited resources and marglnal ambiguous roles
and tasks. Herew1th are brief summarles of each case.

1.2:3. Case Summary Number Three: Eastern State University
- and Its County Teacher Center Network

The Eastern State University (ESU) arrangement lnvolves
" the College of Educatlon s Office of Fleld Experiences (OFE) \
and various school districts across a relatlvely small, ‘ .

h1ghly populated eastern seaboard state. There are two levels

of interorganizational arrangement. The first leyel involves . o

OFE and e1ght collaboratlve programs in five county school

dlstrlcts. Representatives of these e1ght subsystems meet

monthly with OFE staff and thus constitute a kind of network . -
unto themselves. At a second level there are five separate ‘and ’

somewhat distinct formal,_lnterorganlzatlonal arrangements
betwegn OFE and five county school districts: o

Hanburg School District
Cardon School District .
. Arthur School District : .
. Bettner. School District T . ‘
‘ -Gantt School DlStrlCt* C o

\

| e ————

| *Gantt County has: two models of profeSSLOnal development which are
"different from the teacher centers' model in that there is no

‘ full-time coordinator, hdndling pre-or in-service components.

-Rather, in the secondary. education model, there is a six person .

group of school teachers who constitute the school-based supervision ‘

team and part-time College of ,Education faculty members who'serve

as coordlnator/superVLSors for the Gantt County pre- -gservice/in-

service conponents.
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" arrangements. were formed in response to the needs of growing

The Office of Fleld Experiences is approx1mately fourteen
years old.; It began in response to counties concerns with the
lack of coordination jin the College of Education s placement of
student teachers. .Having survived initial challenges to its
existence and authority as®*well as numerous acting directors*,
the OFE of .today has gained Widespread College of Education
_faculty support as well as field support. OFE is careful not to

encroach on the territory of any department and endeavors to be

"~ responsive to the needs of the field. Furthermore, by centra1121ng

control of field experiences and by recently addihg a focus on

outreach programs, OFE allows for the amplification of strong

Z{;&d support--a component crucial for the eXistence of a state
ollege of ‘education in these times of fiscal constraint. )

- Turning to the counties on which this analysis focuses, the
Hanburg County IOA is twelve years old while the Cardon County
JOA is a relative newcomer at four years old. The Cardon
County IOA is particularly interesting because it is the
only arrangement with-a formal governance document. This has
particular ‘significance for the stability and uwltimate .
institutionalization of the formal 'IOA. One of the provisions
of the governance document requires a one year. notice of intent
to withdraw from the agreement--a proViSion which allows either
side to salvage the interorganizational relationship and/or to
adapt to changing con&itions. Both the Hanburg and ‘Cardon

counties for a "Window on the market of new teachers‘ Today
this "window on the market" is not quite as crucial as it was»i
in the earlier days,of these two counties. Thus, centers
are strengthening in-service foci to complement the original,
heavy focus of the arrangements upon pre service educatien.

The Office of Field Experiences’ is headed by a Director,
Rob Goldman. Thé Associate Director, Esther Kanter, who is a
tenured associate professor, also serves as Liaison for
Secondary Education. The Director's Office ing¢ludes a regular

*Challenges to OFE and its first Director, Bob Carter, from .
College of Education-departments (especially the largest and

most powerful department, secondary education) resulted in
modifications of an 1nitially more powerful office.
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staff of'three”(a secretary and two placement assistants who

handle the nuts and bolts of plac1ng student teachers in the 'A ‘

field) and three graduate asstistants. There 1s also a llalson

faculty person from each College of Educatm&n department

Finally, the Teacher Center Coordinators (three from Hanburg,

onevfrom Cardon, one from Arthur, and one from Bettner,Counties)“

as well as thegGantt County Professional'Deyelopment Center»,v

Supervisors . constitute the direct OFE'linkages. All of the e .

above—noted individuals attend the monthly OFE meetings. " |

Furthermore, the Coordinators hold adjunct faculty .rank ig

either the elementary or secondary College of Education

Departments. T .
Cardon County has ane kindergarten through twelfth

grade Teacher Center which directly links the College of

Education- (through OFE) to the county schools and the county

school district. With one secondary Teacher Educatlon Center

and two elementary Teacher Education Centers, Hanburg County

has three centersawhich link the College of Education (through ,

OFE). to the County schools. . , .
Focusing in on the arrangements reveals some differences :

in llnkage patterns in the two countles. In Hanburg County,

all three. coordlnators now report to a school district. OfflClal

the Supervisor of Staff Development Each coordinator ‘also

submlts an annual report ‘to OFE. When necessary, the ~

,coordlnators interact with other superv1sor personnel at the

school district level. Addltlonally, each Coordlnator in,
Hanburg Ccunty has a formal Advisory Councll consisting of
teacher and principal‘representatives from the Center Schools.

"In Cardon County, the coordinator, Debra Annonberg, -~

reports*to fhe Deputy Superintendent and frequently interacts
d1re¢tly w1\h—other d1strlct»personnel including the Director
of Staff Deve opment and the Director of Elementary Education.
d A Pollcy Board con51st1ng of the ‘Coordinator, representatives

from the District.(teachers, principals, and District staff) )

and from the University (faculty and OFE,; personnel) meets twice

yearly. The University and: :District take turns in chairing - ’ :
the meet™gs. As do all other Center Coordlnators and Profess1onal ‘

Development Center Personnel, Debra submits her Annual Report

to OFE with a copy to the Superintfndent.
Je 1t




’Rather'than an Advisory*Counqil, the Cardon County Center
has an Operations Commlttee (with principal and teacher represen-
tatives) .which meets monthly and focuses on'’ operatlonal decisions.
The Coordlnator chairs and organnges the- Operatlons Committee

-

" meetings.’ . .
In both Cardon and Hanburg Countles,_there are linkages between ';3

:the coordlnators and College of Educatlon departmental llalsons
‘to OFE. There are additional 11nkages in the Cardon County IOA
between the coordinator and faculty méﬁbers (other than
departmental llalsons) who serve on the Pollcy Board ' These
1add1tlonal linkages are much more loosely coupled than the
liaison llnkages. .

o Coordlnators ln both countles are+allowed con31derable
programming latltude which enables them to "read" the particualar
needs of the dlstrlct in whlch the Center is set and to "shape"
the role of the ‘Center to meet those needs. ] ]

Such latitude also contrlbutes to a sense of role ambigu}ty.
Coordlnators report that they have "two bosses," the. univefsity
;and ‘the district. When it comes to decLSLon—maklng, there is
{an advantage in this ambiguity. One Hanburg coordlnator 'c'
reports that "it seems to me that no one is sure--nelther Eastern
State UanerSlty, nor Hanburg County--who is ‘supposed to ‘be 7
asklng what of us," And a second coordinator notes that before
‘he lnstatuted an AdVLSory Counc11, the typical pattern. was for
him to receive a flxed badget, to spend it, and to call the
university or county people only when there was a particular
problem, a need for spec1al authorlzatlon or additional funds.

He had a "boss" in the county office and another "boss" at the 'f
university. Typically,. he " met lndependently with each and

did a great deal of buSLness over the phone. .During the last

four years, OFE has become more structured about budget
submissions and justlflcatlons. There is much more accountablllty
now as well as an emphas%s on'the utilization of adVLSory board

input on budget submission.

1




Reallzlng thls flex1b111ty, c00rd1nators in_ Hanburg and e:
Cardon Countles often check with one another on dec1s1on—related :
matters, phone Rob Goldman, OFE Director (or, less frequently,

i Esther Khnter, Assoc;ate Director) and then phone key district
or uhlverSLty persons. ThlS 1nformal act1v1ty utlllzes the
Llnkages of the IOA but dogs not completely correspond to the

"formal dec1slon-mak1ng structures in each county ) o .

The follow1ng diagram 1llustrates and’ summarlzes thé i \

— s

. structural llnkages discussed above.‘.} L ‘ . L
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Outcomes From the Eastern. State NetWork and Teacher Centers.

_ The 1n1t1al 1npact of these I0As was to ‘enhance recruitment’
selectlon of new teachers ("prov1de a window on.the talent") on
the part of county and school organlzatlons and to provide stable
sites for student teacher placement on the part of the un;versity‘
organlzatlon. Related tp these outcomes wds the exchange of
fiscal/administrative résources to support dp—s1te student

teacher training; the county organlzatlon ‘provided office space
and equipment on-site as well as a part -time secretary whlle the
unlver51ty provided a graduate asslstant, funds,'and courses.

oth organlzatlons shared the salary and selectlon of an on-site
coordlnator.

Over‘tlme, however, other 1mpacts became more and more,
1mportant. In service oppOrtunltles were prov1ded for staff'
leadlng in Hanburg County to development of a support system
i and esprit de corps for teaghers. There was a changed
organlzatlonal cllmate at the Hanburg School building level:

_the production norm .shifted-"to another level, a more 1ntellectual
level" with "more sharlng" and "more freedom to talk about ideas '
and dissent." Slmllarly, there was change in Cardon County at

the district'organlgatlon level with the IOA's provision of

"help not to lose perspective” and with "lnternallzatlon of-a
scholarly perspectlve. . ‘ L ; :

Agalnst ‘the backdrop of lessening needs»for new teachers,
both IOAs (as well as the JOA as a whole) have begun to focus
more and more on in-service offerings tailored to the needs
Lof the specif1c<nunty and school organlzatlons. In turn, the
university and its faculty have benefitted through -the
acquisition of loci. for on-site graduate programs (and the
concomitant increase in enrollments) as well as for fleld research
A faculty member reported that when she was writing a grant
proposal, the Cardon Teacher Center Coordlnator collected
approx1mately four letters of support from school district
. people in less than an hour! Additionally, several\~’ )

[
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publicationg and dissertations have come from joint-Center
‘faculty and school system efforts. . -

* The IOAs 1n both-countles have contrlbuted “to other changes
‘in the capacltles of partlclpatlng individuals and organlzatlons.
Teachers have enrolled in courses, workshops, and’ seminars and/or
have acquired books,materlals,and lamlnatlon. . They have also had
‘access to conference fees, professional associations, and _
intervisitations; they have received support for research in a
'group settlng (Cardon Coun%y) and a one-on-one setting (Hanburg
County) Student teachers have developed classroom skills in
an’' environment characterized by support at the school bulldlng
vlevel angd development of an esprit de corps. They have had’
access to more than one model. Related to center placement of
stUdent teachers was the flex1b111ty of coordlnators to make
placements and to trouble -shoot on site - a/dual benefit to
both county and OFE organizations. _—

Certain-eutcomes depended on. the partlcular talents and

incllnatlons of the coordlnators. In Hanburg County, there' was
a cdordinator who was perceived by principals as being able
‘to’ help teacherswﬂunnadmlnlstrators could not reach. 1In Cardon

county, there wal a coordlnator who was perceived by district
’personnel as belq? able to problem solve through identification
of appropriate resources and through participation herself on
dlStrlCt problem-solving committees. The focus in.Cardon County
was Dlstrlct centered the focus in Hanburg County was -teacher-
centered Thus, there were dgreater teacher impacts in Hanburg
County than in Cardon County. where the major teacher outcomes
- were use of equlpment/lamlnatlng materials at the center and
enrollment in courses and workshops.

leltatlons of the study precluded a systematic evaluatlon )
of 1mprovements in educational practlaaat the classroom level.
However, attitude changes which cou.d be related to practice

improvement were reported in both counties studied. In Cardon
County there was "a coaxing up" of teachers who, in the presence

of student teachers "had tobbe‘on top of'everything."
: . “ Cod




.Similarly, in Hanburg County, teachers-were "on their best o

or part1c1pated in the Center coordlnator s seminars.

B

.

behavior"” due-to the presence of student teachers. Student
teachers also used SklllS and technlques in the classroom.whlch could
then have been adaptpd by operating teachers- -and other i

¢

teachers who either observed the cooperatlng teachers' ¢lassrooms

Ev15ence for Instltutlonallzatlon of Eastern State
'Arrangements '

In conclyding this brief summary of the EasternhPublic
case it is lmportant to note that lnstltutlonallzatlon has been
achleved in a number of respects both at the level of the arrangement

. as a whole (the OFE network) and with respect, to each of the

county arrangements studled At the College of Education OFE

seefns to have a secure status as a structural element with a -
recognizable 1mportance and clear lines of ‘responsibility, functlon,
stafflng, and budget. Although there have been transfdrmations

over' the: years that have reduced scope and visibility, these .
changes have also brought stablllty and reduced tensions. A

survivor of budget anq 1nterdepartmental battles over l4 years,

the OFE seems destlned to continlue in something like its present .
form into the m1d919805 and perhaps beyond. Within the overall i ‘
arrangement, relatldns with particular county dlstrlcts will 7
likely ebb and flow as they have done in the past, but in the

two counties stud1ed arrangements for the present seem secure.

The three centers in one county now have survived over ten ‘years,
including more ‘than one leadershlp turnover, and have managed

to retain level funding when many other programs were 'going '

under.’ The Cardon County 51te, in four years existence has ’ -
alsa survived a leadershlp turnover, and with its solid

contractual base and governance arrangement seems reasonably

secure for the near future.

1.2.4.‘ Case Summary Number Four: The Mldwestern Statew1de
Network and Its Teacher. Center Satellltes

The Midwestern Teacher Center project operates in a large, ] o
relatively sparsely populated State, such that school districts

agﬁ state‘colleges are isolated from one another, espec1ally

e
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‘ during the winter months. 'The State is Wealthy, with one of the . f
AU ‘highest per capita income levels in the country, but its - ‘ ‘

ZZ- _ investment in edugation, especially at the school level, is | .
comparatively low, given its resource base. | —
In 1976, a college dean at North Central University. and his
“assoc1ates generated the concept of a federatﬁon of teacher
centers spanning the State and loosely linked through a
coordlnatlng body comprising delegated teachers, administrators
Land college. staff who would jointly manage each of the local
teacher centers. The idea was to build a "statewlde network"
‘of professional developmeht centers ‘for teachers, Wlth a home
‘base at North Central University, one of the two major State
‘institutions of higher education. The project'subsequently
received fundlng from a private foundation and opened with
four 'teacher centers in 1977-78.. By. 1980,\n1ne such centers
were operational‘in@phe*state, with plans for the creation of
two more-the following year. Each center was viewed ‘as unique
. anid locally’ grounded; when they came .together, it was chiefly X
to exchange exper:Lences, plan collaboratJ.ve projects, discuiss ‘
.educational policy at the state and local levels and‘dec1de how
to allocate their foundatidn funds. )
- This state-wide network had an ideological core. The
project's unders belleved that increases in pupil achievement
and social-emotional competence would only result from a .
correspondlng provrs10n for contlnued profeSSLonal development
among teachers. Pupll growth was predlcated on teacher growth.
Also, }t was felt that teachers wére their own best judges of
the type of)QpE;i;Eng experiences, and resources they'would' )
need. Essentia local learnlng institutions such as
. unlver51t1es and dlstrlct—admlnlstrated in-service tralnlng
should pattern thelr programs on the staff development needs ;
artlculated by teachers as a vehlcle for improving thelr .

1nstructlona1 practices. There wag also a corollary:

‘ teéacher-generaged craft knowfedge was seen as a -powerful

and valld base for designing curricula, instructional formats

.
-
- .
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and modes of evaluation. A‘mechaniSm was needed to provide the
exchange of craft knowledge, 1nclud1ng the dissemination of
prom1s1ng new practices and products, and to #istill these
. data in a form which university-level staff could translate lnto
~ .their teaching and research. ,
Many of these ideas had already been 1ncorporated in an
experimental degree program at North Central Unlverslty, whlch

‘had attracted national attention before and, to a lesser exfent,

‘after it was re-integrated with the ex1st1ng college of educatlon.
‘v‘ The program drew a large number\ﬁf recrults across the State,

in particular, a group of enterprising school 1dm1n1strators
who, after completlng the M.A., and, for about 15,

Ph.D.
degrees, took on key responslbllltles as local district- -level

administrators, state coilege professors and deans and senior b T
. administrators in the State office,of education. : k

A
o "The dean also flgured prominently in the proposal wr1t1ng i

|
and negotiations- resultlng in a five-year grant of

$400 000 . B
from a prlvate foundation, The.grant helped to pay salaries and "

L} N "’

the purchase of materials at the four founding centers, but
A}

prov1510ns were made in all cases for local school districts

_or State colleges to pick up progressively the full costs of

teacher center operatlons by the end of the flve-year period.

Each of the four centers had a unlque program, but all included
a basic repertolre of one-shot workshops, an ongolng resource
bank of materials, special projects (e.g.,. poets Worklng in

local schools, introduction of mlcro-computers), meetlngs'among

teacher and -tommunity groupsdangﬂnore consequential or continuous
training events leadlng to B.A. -level or M.A.-level credits.

Each center also had“a "policy - board" comprlslng,delegates from

the lbcal teachers’ unlon,&dlstrlct office, -staté college or

unlverslty and, in- some instances, from the locaﬁ communlty.

State-Level Outcomes. The State-wlde teacher center network

‘has been chiefly an assembly of individual centers,
its delegages minister.

to which

Its effects are more pplpable at the i
local level, which'is also in keeping with the prevalent policy

of de-centrallzatron, uniqueness and networking.

There have

ide level, &long

. . / :
33 ’ ‘.v/ )
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been, however, secondary effects at the State
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with outcomes in local centers which result from thelr

part1c1patlon in a colleétlve enterprlse.

In itself the State- -level network has barely achleved a
firm 1nst1tutlonal identity in its relatively short life.
however, created a distinct role for itself as a vehicle for

In has,

the dlssemlnatlon of new curr1cula, media (e.g., educational

T.V. ), special’ projects (the State s Centennlal Celebration)
and of some teacher upgradlng efforts.: The n1ne existing
centers practjcally blanket the State, each coverlng a”large
number of school districts and, as such, streamlining .
dissemination from the State office.. Relatedly, participation:
in, the State-level network, and more particularly, in its
pollcy and adVLSory boards, - have increased the local status of
its delegates, who are perceived as more cosmopolitan, better
connected and more. lnfluentlal at the regional and State levels.
. " When network delegates assemble, the result is a state-Wide
forum for dlSCUSSlon of educational issues between teachers, "
school administrators, college and university staff and state-
level administrators. These,dlscus510ns have direct impacts on
state educational policy and on local pollcy - Similarly,
meetings of the advisory board and of the several teacher
center coordinators accelerate’'the dlffuslon ‘of new ideas and of
new techniques or products appearing to, ‘have . “worked“ in one
jurisdiction. In a .more general sense, state level meetings
and coordinator, projects 1ncrease exchanges of practlce-
relevant knowledge among educators who typlcally have very .
few cross-role cummunlcatlons, (i.e., betWeen college professors,

school administrators and teachers) and a sparse diet of within-

2

role exchanges due to their geographical dispersion. "

The four orlglnal centers have had varied. fates. The two

studied in detall Arcadia and Three Rivers, have measurably
increased. their offerings, audience, and base of support,

4 - o
although Three Rivers has been weakened by staff ttrnover and by

uneven support from district‘adminlstrators. ‘Less-data were

-
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" .. new practices, systematlcally upgradlng teacher quallflcatlons, and
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collected from- the other .two founding centers, but there is

evidence of personnel turnover and indications ‘that local T -
superlntendents and State college deans are unwllllng or unable,
in a flscally lean perlod, to make up the full amounts of the
- foundation grant as that seurce is depleted in 1981.
The five centers whrch became operatlonal in 1979-80
have had rough sleddlng, although data are thin here as well.
Making one's way economlcally and polltlcally in the lotal .
landscape was not easyw It appeared that firm patronage and
commltment at either the State college level ofr district office
level was harder to obtain than for the first four centers. .
Nevertheless, the'State-level policy board of the Teacher
Center Network™ went ‘ahead with plans to consolidate existing
venters and to open two new ones. v l . ' | ) o
Funds have been difficult to come by. Three funding
proposals*- to the foundation sponsorlng the_ orlgrnal grant, .
to the State~level educatlon ‘office arnd to the federal government -
.have been turned down. Some small-scale projects have been
launched (wrdters in the schools, in-service. upgrading of ‘the
quallflcatlons of multi- age classroom teachers. ) .
It is not clear what will happen at the State’ level when
local school districts and/or colleges assume total fundlng.
There may well be only a skeletal coordination function, such that
the whole network is- llttle more than the sum: of its individual
-centers,r With State -or federal fundlng, on the other hand,
the network can expand to a more promlnent role in d1ssem1nat1ng
multlplylng exchanges between knowledge—produclng and consuming .
lnstltutlons. what is "already clear is that .the network has
led to the local creatlon of 1ntermed1ary centers spanning colleges
or universities wlthJSchools and thereby lncreaslng both the rate’
and the amount of practlce-relevant knowledge fléwing into both
1nst1tutlons. Flnally, there has been a uniform process of goal
"enlargement w1th1n the partlclpatlng colleges and universities
as a result of their affiliation with these cénters. The in-

.-
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—_restrlctlve and too far removed from natural clasgsroom condltlons. .

'13 .prodigiously fertile and, to llsten to local 1nhab1tants,
‘immensely wealthy, although 1little of this is“conspicuous in "¢ a .

- .
- * 5w
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servicetraining'function has increased significantly by relationv

‘»

to the pre-service function, and the involvement-of college staff

in instructional problem-solving has risen goncurrently. _ y '

1.2.4.1. The Arcadia Teacher Center ~ .. . - - -
Arcadia was the primary locus of site analysis." It represents >y
the most successful of the teacher centérs in'the Mldwestern I L

-network. 1nwterms of rate of expanslon, scoRe and ‘magnitude of
‘outcomes achLeved and solidity of institutional foundatlons

In fact, to the extent that site and program characterlstlcs can : N
be replicated, -Arcadia is a good candldate‘“model“ for- the c S
creation of 1ntermed1ary agenc1es succe°sfully -spanning comAunlty ‘ ‘ v
colleges and lotal schools. . . Co I

The teacher center is located in the basement of the

:local community (State) four-year college which serv1ces the . :

surrounding area. - B3th the college (650 students 1nclud1ng 335
teachers in training) and the town (pop. 3,000) are small, as : ;; . l,
are the surroundlng counties, but two of the largest cities \ ‘
1n the State are nearby (40 mlles and 60 miles). The area

A0

Arcadla itself and in Arcadla State College. N i ) L
The center is staffed by a full-time coordlnator» Dr. Co “

Lesslng, "and full-time staff member, both of whom carry.full oL,

teachlng loads as assqciate and ass1stant professor, respebtlvely,

in the elementary educatlon department of the college. ,.There is- e

a part time secretary/documentallst and some work-study college ;:,' ) ”';

students to help with cataloguing and use of the center's v1deo
- . * . v

equipment, canoes, skis, etc. . ST RN

The center is an outgrowth of the coordlnator s teachlng., . N
Worklng "exclusively with elementary-level teacher candidates, he' ) '
found the ‘traditional lecturing and semlnar format to be both ~; ;°t

. 4 -
.

As he accumulated an ever- 1ncrea51ng stock of materlals L o

» i TV e M
. w“




@

Y

1

13

.

't of "methods" or "strategies"'used by classroom teachers;‘the
ype

-

v

lecture rooms at Arcadla State became cluttered thereby annoylng
colleagues. Dr Less1ng then cast. about for more space, \
ldentlfylng and. obtalnlng an unused cafeterla 75' by 75' along

Tgw1th two adjolnlng rooms. The room was gradually refurbished and

cumulatlvely stocked with scrounged materlal and became an enormous

reposltory—of currlculum materials, texts, learnlng packages;
teacher-made ldeas and games; science inquiry. and observatlon
units; mathematlcal reasons idea hooks and games; audio-visual ~

materials (fllmstrlps, records, and later, video tapes);

ucooklng and sew1ng equlpment' carpentry materlals and darkroom .

equlpment often arrayed by theme or, as in the case of the
pre- school area, set up as in a materials- -rich classroom. These

‘'seéveral areas were reconflgured periodically and consistently

. added to in such a way as to make all’ materlals access1ble for

- @éasy browsing. Interspersed among these resource - arrays were

B

«

smaller areas with lndlrect lighting and armchairs or sofas for
conVerSatlons, lnformal seminars or for .reading the profess1onal
and general public magazines on surreunding shelves. The : .
adjolnlng rooms were used for instructional and office séace

but also held displays of readlng serles, and later on, were
*expanded 1nto spec1allzed resource banks for activities in nature
study and energy educatlon. .

‘ In the academic year 1976-77, Lessing had just taken over
the abandoned cafeterla dand was using it as an instructional
space and resource center for pre—serv1ce teachers taklng his
"teaching strategy” courses. He was then offered part of an
.in-service training project to upgrade the formal credentials
. 0f pre- school teachers, which initiated him into in-service
training, provided funds for'duapurchase of more materials and
lnvolved team-teachlng with staff members in his own and cognate
departments. At approx1matelx the same time, he was contacted by
the dean at North Central University, who sounded him out on
Arcadla s anterest in the proposed Midwestern Teacher Center

. Network. Lessing had dorie hlS doctorate at North Central

-
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University under the exéerimental graduate program. Of the

four charter teacher centers receiving foundation funds in

‘1977-78, Arcadia was the only center éhatawaé‘already functioning.

@

'Butkbulk”of the foundationdfunding appears to have gone
into thé enrichment of the resource bank, which rapidly became
voluminous. Increasingly, loﬁal and county teachers were
‘asked toﬁrecdhmend purchases, all of-which were»ﬁade, including
in areas’ such as driver education, music, and dance, and more
significantly,‘' in all the secondary-level subject areas. By
1979-80, approximately 200 items were either .checked out or
feturnéd each month by area téachers'during the school year.

By l§80—81f the“qenﬁerhad.logqu about 3,000° "users" (workshops °
participants ‘or drop-ins) annually, mahy of them repeaters. -
Figlduresearcher estiﬂaéésqf use were.that 65% of elementary—v
level teachers and 35% of sécondary;leVel teachers were habitual

users of the center, i.e., used it for several functions.
> . ; ‘

) Apart from the resource-borrowing function, the center
developed and refined a core set of’in-sgrvice formats: '

o A one-shot workshop series on general topics
(Nazi Germany, children's: literature, drama-
tization of poetry and theater); . '

o A two-wekk intexnsbip, during which local“teachers
brought their classes_in daily for instruction ‘in <«
new "teaching strategies" by pre-service students; - .

o Participation in one or two projects common to
at least one other center in the state-wide network
(poets in the schools, energy education)

o A one-week summer workshop, during which participants
formulated a classroom-level project, consulted both
- the resource bank ‘and staff in the appro riate
- departments at Arcadia State, 'took the resource °
materials back to their classrooms and submitted
samples of lesson plans and pupils' work to teacher
-center staff; . :

o Summer workshops by theme {(reading in the content
areas, nature studies), usually involving the
production of materials and simulated use under
classroom conditions; ‘ : S

o A project involving the local community, e.g.,

. - the design of a nature studies area adjoining
the town, to which county teachers could bring -
pupils and which residents could use as a park and
cross-country ski area. : B )

- -
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Many of these ventures had common organizational and political
features, which constltute a starter set of medlator variables
helping to account for the pervasive, often dramatic outcomes of
the center listed brlefly beléw. First, all activities were
centered around materlals. Pre-service students and in-service -
workshops part1c1pants spent most of their time examining, -
discussing, making and, when possible, trying out the various kits,
" games, idea formats series, .and back-up equipment. " Basically,
craft knowledge was .generated, communlcated, evaluated, and
~refined through interactions between artisans. Secondly, many
of the workshops were llnked to some sort of - follow-through
act1v1ty. In the summer workshops, " for example, part1c1pants
. had .to try out the practlces they had planned to implement while
at the center and to" report on them. Teachers visiting the
nature studles area were expected to do follow-up exercises.
Teachers who had requested pre-service students to model an
inquiry approach to teaching sc1ence typlcally felt_ motivated
and obliged to follow through, espec1ally since they had observed -
their own pupils being taught. A third and less tangible
feature was the low-key congeniality of the settlng. browsingﬂ
workshops, even pre-service instruction were carried on in an
informal, physically comfortable space (described in the center
newsletter as "informal and industrious") to which participants
appeared ‘to come eagerly and to“remain as long as possible.

Some informants.spoke,of a "community" or "sort of a family"
built up in and through the center.~ This was especially the
case with former pre-service students who then returned to the
center as in-service workshop participants or browsers-borrowers;
but it was equally true of veteran teachers. who explalned their
sentlment by evoking the "professional respect in there, 1t s
like profess10nals talking to other professionals who ‘care about

them.' These ‘are elusive qualities to evaluate, but they

.were continuously mentioned by lnformants and segmed to cluster
around such attributes as the lnformallty of the settlng, the

non-threatening nature of dlSCUSSlonS and experlmentatlon with'

M . N LY
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4materials, the responsiveness of center staff to requests and the
creation of new interpersonal networks between teachers in schools
within a 50-mile radius of the center. Finally, the center
coordinator made repeated attempts to involve other Arcadiaj
“State staff in the center, either as resources fcr summer
interns designing a‘project, as part of a team-'to carry out a
short- term training session, Qr simply as users of the center
(borrow1ng materials, teachlng their courses in the center).
Arcadia Teacher Center Outcomes. The two center staff

membere, their department and the Psychology and Education

section enjoyed an enhanced institutional reputatlon with the _

widening awareness of the Center's success and collected a series
of bargaining chips which were later traded in the form of .
increased physical space for the center -and a prcjected 1ncrease
in staffing in the five-year plan. The center became somethlng
of a showpiece for the department and the State college who
were competing with neighboring 1nst1tut10ns for hlgh—school
graduates from a fast—decllnlng pool of teachers in training.’
That Arcadia}held its own not only in recruitment but also in
subsequent placement of its graduates~was attrlbuted to a great
extent to the center, which then enjoyed enhanced status.
There were other forms of usually<1mp11~1t bargining and exchange.
"~ For instance, school administrators reciprocated teacher center
services by giving teachers more released tlme during school
‘hours, by bussingpupils 1nto the center for work with.pre-service
" candidates, by donating materials. .,
At the individual level, teachers‘reported a more intense
and.consequential exchange of materials; ideas and instructional
techniques as a result of teacher center use. Much of the
exchange occarred primarily at the center, but some resulted
from social networks created after workshops were over. There
were almasyiematlc reports of increased professxonal‘exchanges
within the schools; teachers would, for example, return from the

center with "a surprise" for a colleague or,&alternatively,
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would pass on materials or idea formats to others. " Time was also
set aside durlng staff meetings to propose purchases, workshops
“or spec1al projects to the center, an activity which involved .
local teachers in more substantive exchanges. L
« There was a similar phenemonon within the State: College.
Staff members in the center worked together on a- dally basls,
other departmental members came in for spec1al pro;ects or as .
resources. Team-teaching experiments were. undertaken across
departments whose members worked as well with pre- ‘service *
teachers. More distant departments (music, mathematics, physical
educatlon) borrowed center materials or taught courses there.
More slgnlflcant, contlnuous‘llnks were established between
local schools and the.center, whose staff considered itself
"on call" to the eight school districts it serviced. g
Testimony from teachers was embarrasSLngly evangelical,
with references to “rejuvenatlon and “rev1tallzatlon.
Basically, as one informant said, "I use the ‘cénter to feel I'm
an 0.K. teacher," to ward off'stagnatlon and “get re-enthused."
The center ‘provided a sense of "feeling abreast with my
field" and "getting updated," which took on more s1gn1f1cance in
a rural region which had had, up to that p01nt,.almost no- re=
sources for professional development aside from summer courses.
Several lnformants also mentioned presslng their superlntendents
‘for more local in-service as a consequence of their center
experience. s+ ’ - p
Within the college, the two center staff members dwelled more
on the costs of a drastlcally increased outreach act1v1ty Both
felt they had less time available for teachlng or course
‘preparatlon,‘one\felt that the strong emphasls on hands-on teachlng
reduced course coverage "and more conceptual inputs. At the
organlzatlonal level however, the center thrived. During
the 18 months of- this study, lts physical space was doubled,
its support ‘staff put on stable college funds and its program -

made the cenxerplece bf a proposal to grant graduate-level

certification for a new program in elementary education.

4
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Such a program would, of necessrty, generate revenue to the

-
»

. -

college through 1n—serv1ce enfollments.
Pract;ce Improvement Dutcomes at Arcadia. Teachers . .

LY

reported uniformly an enrlchedrmnerlals base and a more diverse
repertoire of activities as .a result of. genter use. Some
tied this to- pupll gains; most claimed more generally that they”

ﬁtwere more effective in the classroom. This wai’espeCLally the
1

®

case for areas in which teachers felt weak, a ndlng repllcated
at the Three Rivers site (see below) There were twp additional
findings of interest. Informants 1nvar1ably mentioned at least
one incident in which the center served as a crutch, stimulant, .
or repository for undertaking changes in‘the classroom, Many”
felt that they would not have followed through on these projects.
without the sfructure provided in the workshop format._ All
claimed that classroom practice. had been measurably 1mproved

‘most said that' they were encouraged thereby to try another,
sometimes more ambitious, pro;ect. * A second flndlng of note.
although all respondents felt that the center was pluralistic,
i.e., did not advocate a particular approach or theory, several
remarked that their style of instruction had changed. ‘There

was more pupil self- d1rectlon, 1nd1v1duallzatlon of instructional
treatments and 1ntegratlon of curricula as, for example, in a
learning center approach observed in one school. Much of this v
appeared to stem from the materials-based nature of the center's
resaurces and from observations of pre- service students using

inquiry and simulation. apprqaches with the visiting teacher's

" pupils. - : S )

Institutionalization at Arcadia. Teachers have come(to view

the center "as an exten51on of my school; it's the first place.

I think to‘'go when. I’ have a problem or when I start getting
organlzed in the fall." WorKshop part1c1patlon also appears

to be built into their professional roudtines, as does the ;
ordering of materials and the scanning of the newsletter for

new materlals recelved Local and district school administrators
appear tpo v1ew the center as a bottomless resource reposltory

for their staff for which they pay v1rtually nothing. The °

State college admlnlstratlon also supports ‘the center unequlvocally

kS . -
<

1
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and derlves very tanglble rewards from it. The portion of
;‘budget accounted for by the foundation grant has been picked
up by the colleage. .
1.2.4.2. The Three Rivers Teachlng Center

The Three Rivers teacher center is 51tuated in one of the

larger (pop. 45, 000) cities in the State, one whose economy
depends to a great extent on North Central University and a

.

nearby military base. - R o ,

This center resulted from' two years (1975- 1977) of lnformal
talks between staff at the college of education at North Central
and delegates of the’local teacher's unlon1 Some of the
participating teachers were skeptlcal 1n1t1ally, feeling that
the university was too far removed from local pract1ces to be
effective and fearlng unlverSLty control of teacher center
activities. There are indications that teachers felt intimidated
'by the university, so much so that one ofthe;uime achievements
of the center was that of reduc1ng social distance between the -
college of education and local teachers.

Slmllarly, local administrators-.were doubtful about the
venture, questlonlng the ultimate utility of teacher-dlrected
in-service .training and looking ahead to the time when the entire
teacher center budget would have to be picked up by the district.
An early proposal by the dean was flatly rejected, but a later
effort involving a faculty member with good Three Rivers ties
- was accepted by both administrators and teachers, in part because
the concept was attractive and external fundlng was available.

 The lnltlal two years (1977-79) were rocky. The: district
provided poor facilities (a reflection, perhaps, of the priority
given the progect), ‘and eventually refurbished a garage appended
to the city's library at one edge of the city. These quarters
were gradually rearranged attractlvely decorated and well- stocked
with materials, but their llmlted size (about l/3 the orlglnal
space of the’ Arcadia Center) ‘and their relatlve 1solatlon
continued to plague teacher center staff and users allke.‘ At
the same time, ineffective leadershlp and staff turnover made for

an unstable enterprlse, kept allve essentially by external




-

" funds, the. strong-:commitment on the part of North Central k .

University and the perceived viability of the teacher center

t <

- cpncept.

By the 1979-80 school year, the center was on its feet, -
having found an energetic and interpersonally skillful

co-coordinator, Brenda.Rane, a graduate teaching, assistant -

. ) . ] -
_in elementary education  at North Central. There were, however,

departures of two co-coordinators and;persistent role confusion
among center staff. During those two Years, a diverse ‘and

L] ' .
relatively successful activity format was elaborated, consisting

of: . o N ¥ . o - .
o one-shot workshops, fqr'the most part on practice-
relevant topics such as geometric art, songs for
the classrdom, using the newspaper in the glassroom; ’

etc.;

o continuous workshops, some of which were used for ‘
graduate-level credit at North Central University : “ v
(law for educators, adolescent development) ; -

‘o drop-in and materials-lending; - ‘ ‘ . ’
o meetings or local community, groups;

o "sharing"”evenings for‘specialized teaching units,

e.g., special education teachers, mathematics teachers;

o display and circulation in district SChpolé of .
"activity centers" (integratedascurriculum units with
suggestions for im-classroom activities)

o special projects, some of which were carried:-on-also
" at other teacher centers in the nétwork (poets in

the classrooms,. micro-computers) ‘

[}

o on-call services to building administrators and users.

~ In 1979-80Land 1980-81, the center became increasinéiy\
visible to district and, pr&gress#Vely, to outlying county , ;
teachers. Attendance and drop-ins increased; the center registered
2,200 users in 1979-80 and 3,000 in 1980-8l. Of these, there,
emérged a small core of teachers;‘mosly at the eiementary level,.

wh$udrew on center staff not only as rescdurce finders but

ai%o as so]:u‘vtfj:er{-givers and process helpers.in implementing ° ‘

- d . ’

R R - .
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1nstructlonal changes. Support by principals also grew.' Both °
the poets inthe c assroom and mlcro—computer projects were
successful,. the latter s1gn1f1cantly so: teachers reconflgured
classrooms, called on one another as consultants and reported
dramatic galns in pupil motivation, engaged time on task and
,achlevement. v |

 The center also experlmented with the formula of teachers_
giv1ng workshops to their peers, with mixed results. There is
evidence: (see below) that practlces circ lated more rapidly
within local schools as a result and that both workshop leaders
and their pr1nc1pals bathedin the glow of social recognltlon ,
for their new roles But there is also some evidence of partial
boycotting of teachers percelved as "prlma donnas" or "arrogant"

by others who found it hard to acknowledge the ﬂerlt of practices

-

invented by thelr peers. ,

15 the fall of 1980, as the Three Rivers dlstrlct met to
elaborate a reduced budget for the next calendar year, funds for
the teacher center, including a sizeable increase in the
proportlon to be carrled by the school d1str1ct, were stiken
from the budget, on the ground that they were less critical
than acdtivities impacting ‘the classroom dlrectly. Involved in‘
this decision were thz tvo assistant’ superlntendents who served
on the teacher center pollcy board. There ensued a rapld
) moblllzatlon of local teachers anc unlver51ty staff, who

‘intervened w1th school board members prior to the session .
Citself.- ~ Eighty percent of the teacher center ‘budget was relnstated.
‘fhe incident appeared to have boosted support -from the teaching
communlty, even amond non-users who spoke o§ ﬂthem“ (district
‘administrators) taking away "our" teacher center. Local - i/fL“
ownership appeared far stronger after the lncldent. Nevertheless,
,the twenty percent budget shortfall led to a reduction in the
ct1v1t1es and drop-in ‘hours of the center, "and several teachers
predicted that when the district took over the full costs of the
center, it would act gradually to dlsmantle it. :

Outcomes. The center provided status enhancement to teachers

vlln three ways: giving social recognltlon through the 1nvestment

made on their behalf by North Central professors, acquiring

.
.
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"and‘characteristics of practitiosers, and to take on the role
‘of the formal conduit between the university and local schools.

EY

credits toward post-graduate degrees which could eventually
aid in promotlon, and enhanc1ng the status of those teachers who

gave workshops on ‘their own practices. The un1vers1ty galned

in status for having originated the state-wide network more than
for haV1ng helped to found the local center. The teacher center
coordinator, who was a graduate assistant at North Central

University, came to .be perceived as an expert on the needs

|
There were also some power shifts worth noting. As. the :
teacher center centralized the bulk of in=service training, '

district administrators and school principals lost some ‘control

over the choice of training events and tralners.; Here was a’ =
classic instance of tac1t inter-institutiqnal bargaining; ‘the

soliool district gained in capacity but lost in control and,.

implicitly agreed to the transaction, “ .

1
|
One project lnvolV1ng microcomputers induced a con51derable -
|
number - of W1th1n—bulld1ng exchanges. Some exchanges of materials,
experiences and ideas between bulldlngs were also.reported.
Instltutlonally, ‘the teacher center provided a more formalized ‘
|
|
\
|
\
|
|

structure for access to university expertlse, replacing U% some
degree the "old boys network" which school admlnlstrators had
used to contact unlverslty staff on a problem-by-problem basis.
At the university, individual professors in, the ‘elementary
education department felt that they now had more contact with
and lnterest in .practitioners, whereas their prior concerns
had been primarily with pre-service students. For the college
of education asa whole, the‘teacher center had become the chief,
if not the sole, vehlcle for contacts with local schools.
Increa51ngly, in fact, the teacher center played a llnk;nq
role, puttlng university staff'ih contact with scheol personnel,
organizing- certlflcate-grantlng programs to be attended by
teachers and “taught by North Central staff; matchlng research .
foci 1n the elementary education department w1th expressed needs

of teachers as these surfaced during teacher center events.

8‘1 C . ¢
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. He showed the dev1

Individual teachers a
Testlmony was not/ as strong as at Arcadia-- . |
|

gsociated activity.at the center with. ?
proefessional - growth |
possibly because of the.absende of altkrnatlve knowledge resources |
in Arcadia--put the direction was s1mflar.; Teachers felt they X
could remain "up to date," that they how hgd more resources |

e for practlce 1mprovement and that the center was a

avallabl
atlon-ilqhter, a source of skill extensioh and a stlmulant

Flnally, the center prov1ded |

Eamme

stagn
to the adoption of new practices.

teachers with access. to "the best practices other teachers

around here ark us1ng
Organzzatlonally, teachers and administrators credlted the |

center with 1ncrea51ng the circulation of new ideas and practlces,

with prov1d1ng a support system for teachers which had been more
random and. fluid in the past and with the more rapid d1ssem1natron

of university knowledge and 1nstrumentatlon. The flnal item

warrants an 1llustratlon, since 1t touches the core of knowledgf

transfer between knowledge-producing and using unlts. A math f >

professor, in experimenting with the measurement of chlldren s/

computation and loglcal reasoning processes, began to use
o-computers both as a d1agnost1c and an instructional deVlf
ce to staff .members at the center, who orga iZed

for which the professor provided sample programs and
Very rapidly, the hardware .and p ograms
a second

micr e.

a workshop,
the mlcro-processor itself.
were checked 'out and extended (a wider range of programs,

‘mlcro-processor), with wide-ranging impacts aé%the classroom |level.

The story ends ultimately with the purchase by ‘the ‘district of
largely as a result of teacher center /
|

<17 mlcro-processors,-
<

"activity. Lo

e
The professor's 1nteractlon w1th in-service teachers aiso

i

led to revisions in hlS teaching at the unlverslty and hlsy
both of whlch became "more. complex,imore

research orientations,,
of an asker of questlo?s

open to dissonant information, more
than a delivery of solutions.”

There were other modest institutional changes at the3
a shift in prlorltles ﬁore

increased revenues,

university which Merit mentioning:

fully to in-service training and consultation,

through enrollment in center-organlzed workshops wﬁlch could

itinuing credit, exten51on of resourcesfo

~

be used for con
— g c n
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coursework to the teacher center resource bank and, on.a less

sanguine note, role overload on the.professors in the elementary ‘ L ‘
educational department who worked closely with the center.
The Three Rivers Center was deflned perhaps more sharply

than the other centers, as a resource for, between and- by teachers.

.~ That the unlverslty chose to” sponsor such a center and to elevate ..
- the soc1al status of craft knowledge was an addltlonal relnforce- ' .
- ment. Along w1th ivicrement$ in- craft Pride came seme ra151ng of ’ )
collective consc1ousness and, wi&h that, ‘a somewhatdmore mltatant . S

note 1n discussions w1th school admlnlstrators. , 3
" practice. Improvement. Teachers reported that the center‘had“

helped demonstrably to enrich- thelr curriculum and store, of
1nstructlonal materlafs, and had led to more d1vers;ty in thé -
organlzatlon of ‘classroom instruction. The same finding emerged
from a survVey conducted by a North Central graduate student. The
center also’ served to make teachers stronger in areas in whlch -
thev felt underqualified, partlcularly in science. Where .

act1v1ty cénters had been distributed and.teachers had taken

"of curriculum in the' Massroom. _The micro=- computer and poets- -

|
|
\
|
workshops in this domaln, there was evidence of greater integration

in—the—claSsroom projects.both.led to assertive claims of
instructional effectﬁ%eness and pupil‘gains. ‘
In the university, staff members who 'had worked with center
part1c1pants claimed that they now had "a more complex vision of
school practice" and.that the1r,teach1ng was. more practitionefr
sensitive, more "grohnded." For the few who had research
activity underway, the outcome was analogous. In a more macro-
organizational: sense, the dean felt that the c¢enter prov1ded a
more, rap1d and eff1c1ent condult for the dlssemlnatlon of
conceptral and 1nstrumental knowledge from the un1vers1ty to ‘ . ' * N
practltloners. L., ) |
Instltutlonalization. The Three Rivers Center is not
strongly 1nst1tutlonallzed. Although its outreach is increasingly !
.w1der (accordlng to ¢enter statlstlcs, nearly half the elementary . .
\
|
|

level teachers and one-quarter of the secondary level teachers in

2
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the dlStrlCt used the center in 1979-80), 1ts act1v1t1es are

’not seen as indispensible to district teachers or administrators,

nor to the un1vers1ty staff as a. whole. Its strongest support

.comes from Saganne, the college dean, a pr1me mover in the

foundlng of the center to which he has a personal commitment.
But the center is, here as well, "only one of our. commitments ‘and
not a major @ne, compared with our teach1ng. The center appears

to be orphaned, without stpong claims of ownersh1p made oy the

‘the unlve;slty or the school district. Only recently has teacher- -

commltment SOlldlfled and it may be more related to: teacher—

adm1n1strator confllct than to center support per se. Rewards
accrulng to teachers are concrete and numerous, but they mesh -
with other pract1ce 1mproV1ng inputs available, in-the district

.which thus dllute the impact made spec1f1cally by the teacher

center. Rewards at adm1n1strative level are alsa present, but

‘are intermixed w1th reservations about the whole enterpr1se.

- - -

™~ -

" Few university staff profit ‘directly. v

.Stable fuhding is uncertain. ° Unllke the Arcadia center,’
Three Rivers has no back-up resource base. It pays for its
autonamy in reduced budgetary ‘and 1nst1tutlonal support hav1ng
al;eady been cut back for 1981. Nor does it prov1de steady
rewards for its personnel, among whom more turnover is likely.
Ironlcally, although ‘the Threée Rivers center has become highly

>

visible and famlllar to local practltloners, and has created

durable links Wlth a small set of un1vers1ty staff, its

1nst1tutlonal base rema1ns fragile. . .
Instltutlonallzatlon of the State-Wide Network As a set,

the 9 centers have not as yet achieved stable instltutlonallzatlon
(see table VI-1l), in part owing to their youth. They are seen
locarly‘as a legitimate, even inspiring organ for staff deyelopment,
but not as a core function. They provide clear rewards to '
teachers and, thereby, to school district adm1n1strators, but

are sometlmes viewed as "frllls" by the latter. Their
relationship with the State colleges or unlversrtles to whlch many
centers aré connected has been, on the whole, tentatlve, but lt.

has drawn these 1nst1tutlons into an- »expanded 1n—serv1ce role,

whereas fheir conventlonal mandate was almost exclu31vely
pre—serv1ce. Support.ls,stlll soft, espec1ally in the case of

/ Q .49"-% _ C




new centers with an embryonic set of activitles and no firh
L -+ budgetary bask As” these centers turn, to school districts and ..

colleges to which they are only partlally yoked and which 7‘ ‘ . .
*  themsélves areé flnanc1ally strapped, they come away with little.’, - : .

Suppert has been stronger in cases where teacher centers have e

. |
s - . . |

sponsored workshops or cepurses which are then applled as S : -
college-level crpedits. The college earns revenue from proqréms \ & ;
which the centers have designed,ﬁpublicized, housed, and ' o - ~%
administered. The data’ suggest that, as the-web of - oftenx- S '
implicit ard non—grogrammatlc 1nterdependenc1es between centers )

~a

and state colleges grows and dlfferentlates, local supportﬂ - o
-increases and other kinds of knowledge-based exchanges occur o ) ‘

‘between teachers and collége staff. - . s " T
. : ’ “ ., . . Y

a
1
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1..3 PATTERNS
¢ The task of thlS volume is to put toqether the lessons

from each of these cases. To do so we must first estabf&éh‘some

cruc1al underlylng similarities, that is, to ‘demonstrate that in

each case we are really talking about the same kind of pheno- -

menon. Hav1ng'done this, we then need to establish some

1mportant“and 1nterest1ng differences, differences which

will be instructive to future efforts or those who would engage

in them. Tc identify such 51m11ar1t1es and differences, we

need to abstract from the" narratives certain-* patterns, schema

" .or frameworks of understandlng Perhaps the most obvious -

of these is the structure of interconnections between people .
and ‘between organlzatlons which they each represent. - Havihg
defined the structural properties’ and having noted their
51m11ar1t1es and differences we will then waht to delve into

substance, beglnnlng with the motives of the partles which

- they bring together. Generally speaklng each arrangement

can be seen as a complex transaction 1nvolv1ng the exchange of

.«'

many 1tems, gbods, services, money, ideas, 1nsp1ratlon,

approval knowledge, etc. How are these transactions similar

‘and different among the three cases’ A third way to look

'<~u

atythe narrativés is as representations of systenis, entities
w1th boundaries and purposes and products, with self-maintaining
and self-enhancing capacities. How clearly delineated. and

viable are these arrangements as organic systems? Are some

" more viable -than others? Can productive transactions occur

between complex organizations without the mediation of
arrangementsfwhlch are, themselves, reified as organlzatlonal
entities? A fourth type of pattern Wthh we thlnk comés through
these narratives occurs on the time dlmen51on, changes over
time, growth, maturity, decllne,-rev1val and -so on. We call

these patterns the "rhythms of ‘time." There are, of course,

other patterns beside these four, but this is a good starting.

set which allows us to address the most important guestions
in this study. ' s e . “

“
-
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¥.3.1 IOAs as Connective Structures

As the term implies, "interorganizationalfarrangements"

(IOAs) are first of all connectors between organlzatlons. But

what are organizations? They, too, can be viewed as sets of
+ connections.  The simplest orgaﬁlzatlons con51st largely of
people and their connections; the more complex involve sub-unlts
or sub-organizations and their eonnectlons as well. Thus a
complex organizations is already an "interorganizational O
arrangemenf“ in a very real sense. What we- mean, -of course, - = . .
is that we are lookihg at new connections that are made between
pre-existing organizations within which there are pre-existing
connections of a stronger and more durable type. Already with
these words, however, one can see the dilemma: are these intra-
organizational ties always stronger and more durable? And if
they are sometimes not so, whét are the consequences for “ .
the "oréanizatiohs" so connected? The possiﬁility then arises
that new intérorganizational.arrangements can threaten and even

destroy existing organizations, and as these connections become

Stronger;the IOA takes on more and more the aspect of an
organlzatlon itself. ’
In the cases we studied, interorganizational connections were
‘ generally much weaker than intraorganizational connections. H
In a few instances, however, this seemed not to be the case. ‘
In the first case of ‘the historic Council,interdependencies
within the IOA became extremely strong and led to the formation
of a sub-system of high potency and product1v1ty in its own,
>r1ght In the last case of the Arcadla teacher center the same ' :
level of potency ahd intensity of interaction and attachment
was achieved within a microcosmic educational environment but : .
without the isolation of -the IOA from the college in which it
germinated. In the other cases one senses that IOA connections
were less salient than prior organizational connections with
the exception, perhaps, of one or two individuals. h
In the serles of flgures which accompany this text we
w1sh to lllustrate generally what each IOA looked like

o
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structurally. For the two Eastern cases there were a number .
;of school districts connected to a single college of education.
For the Midwestern site there was, in fact, a network 1nvolv1ng .
the college of education at the major state university and
several sma]ler four .year public colleges, each engaged in
teacher training and certification. As Figure 1.2 1nd1cates,
the Counc1l at Eastern Private in its revived form was
structurally rather simple. Each school district purchased,
an annual membershlp in the Council which was thus constituted .
of school d1str1cts with a governing board of’ school dlstrlct
officials (orlglnally all superintendents, later extended to.
include two principals). - Nearly all the substant}ve work of
the Council was carried out by a secretariat housed in the
" College and acting. esseritially as College employees, a tenured .
aprofessor—dlrector with. the title of "Executive Secretary" and
between s1x and twelve’ graduate students. Roughly half of

Figure 1-2 Basic Connective Structure of The Council [EBastern Privatel]"

1
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C College ART ) | 2]
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. executive secretary and fellows

0
0
0

"

the support and nominal supervision came from the Action Research
Institute and its director. Virtually all decisions and actions

of the Council were initiated by the.Executlve Secretary
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stimulated by discussions wmth her graduate students The IS ;
.Board was also sometimes used as a soundlng board and occasionally '
a source of suggestions. The Board rodtinely approved
1n1t1at1ves of the ‘sécretariat and seemed happy to leave it that
| - way. For the most part the ‘ARI 1gnored the Council. When .
involvement came ‘it usually revolved around fiscal matters,
especially the need to squeeze the budget and/or find other
funding sources. .Figure 1.3 displays the essertial structure
,0f the Eastern State IOA. Immediately we can observe a more

compllcated structure with "teacher centers" as key elements.

-

Figure 1-3 Ba51c Connectlve Structure of the r~‘astern ‘State IOA
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It should be noted that. In Eastern State tne major local .
educational authority res1ded at the county level; count;es*

+ ' were generally hlghly populated and thus included a number
of high schools and dozens of elementary schools. The largest : | !
counties such as Gannt and MartanLlle were actually sprawllng ﬂ

suburban tracts with populatlons approaching 500,000. The

-




‘ teacher centers could obvlously not provide comprehenslve
. coverage across these districts and hence tended to be attached

to a small cluster of cooperatlng schools The network structure
as a whole was essentlally radial, coordinated, supported.
admlnlstratlvely and loglstlcaly by an - office located in the
university. The same was the ‘case inm Eastern Private. Any
inte;-district contacts occurred at functions initiated and
ofganized by the university secretariat group.

.

Figure 1- 4 Basic Connective Structure: Mldwestern State IOA
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In Figure 1.4 representlng the essential structure of the -

Midwestern network we flnd an addltlonal complexity 1n that
almost all the spokes  of the wheel lead to other four- year publlc
colleges scattered around the state. Each college developed‘
its own pattern of relations with associated schools and school
districts. This was not the case for .the Three Rivers site, of

course, where the University prov1ded the seeding effort and




consultative sUpport but the teacher center became "orphaned, "
not located in the University and finding, initially, tepid .
support and inferior isolated quarters. .
We have not attempted in these diagrams to include the “
various governance structures that apply in each case. All ’
the teacher centers and the Council functioned with advisory or
executive boards varlously constltuted and empowered In ‘
all ‘cases board membershlp was "heavily school district oriented.
For the.Qounc1l the board was almost ent1rely.superlntendents,
for Midwestern by deliberate design the majority of all boards
was teachers. ' E , - : _
L Through various means we attempted to develop an under-
standing of the fine structure of connections which underly
,these cross inter- 1nst1tutlonal patterns. We were especially
1nterested to learn if 1nformal patterns at the interpersonal
\ level were reflective of formal organlzatlonal ties. We were
not successful in collecting systematic sociometric data which
could provide meaningful quad%tative‘comparisons but malysis ‘
of logs combined with other obvious trends emerging from our .
interviews revealed configurations somethjng like those we
present in Figure 1.5., 1.6, and 1l.7. These figures are
intended £Q summarize what appeared to be the bulk of inter-
actions of a substantive nature among active network members
and particlpants, including the fieldsites most studied in each
case. = ) . '
Flgure 1. 5 1llustrates the ‘working relatlonshlps that
existed at the Eastern Private site during the 1979-80 school
,year when the writing consortlum reached its fullest flowering
as the most visible and sustalned outreach activity. The
core group within which both loyalities and active 1nvolvements
were most intense revolved around Alice Loveland at the Unlver51ty
WitHin the group there was a lot of mutual interaction. -
~ Dlrect field contacts most heavily involved the fellows and not

Loveland but University connections, all important in providing

resource persons for the many workshops and conferences were
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Figure l.SIHorkingiRelationships Involving The Couﬁcil?éféﬁf, The College, School

-Districts, and District Personnel

A.L.= Alice Loveland, Exec Scy
D.A.= Don Archer, her deputy
F = Fellows" .
§.D.= School districts
dots = individuals
solid lines = strong ties
dotted lines = weaker ties
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‘ e heav:.ly dependent on Loveland's s‘tﬂrong relationships with other
faculty and other experts around the county. Her assigned*
deputy, Archer, was heavily involved in providing lOngth
‘~-support and maklng arrangements .but had relatively weaker ties
Wlth both the faculty and the graduate student fellows. .
Archer s field contacts were also more tenuous. ’
f ' .The radial structure of the Council as a network was,

if\anything, more pronounced when we looked at interpersonal

conn ctions. Despite frequent pronouncements and a clear desire
make the . network a collective sharing enterprlse in which the
iversity would only play a fac111tat1ve role (nearly indentical
to the espoused ideology at Midwest), there were few inter-
district connections and not many more ‘intra-district connections
which were inspired by or rooted in activities of the Council.
The major exception might have been the Writing Consortium
(discussed in detail as a "serial” in Volume IIT).. This spin- -
off network was the result of the 1nsp1ratlon and considerable.
, 1 efforts of one of the fellows, supported only modestly by

. | other Council stfaff., A successlon of Consortium meetings occurred -
.~ over a three year periodranVo;v1ng approglmately six districts, ;

two most intensiyely. Through these meetings, especially
inter-district mutual assistance

' I ' where attendance was sustained,
ties of some strength developed which were no longer‘dependent

-

} *  on University involvement. : ‘
In the Eastern State case sketched in Figure 1. 6 we see’
again the essentlally radial pattern w1th further radial. patterns
developing out 'of each center. At the University end there is

. .
a strong director who has substantlal direct contacts with-
has forged them into

The

teacher center coordinators and, in fact,
a netwsrﬁhtﬁroughifrequent meetings a and annual workshops.

director of OFE also has strong ties with two faculty members — . .

and the dean, and through his low key informal- style ‘manages
elatlons with many other fatulty in dlfferent

—_—

‘to have good working r

departments. At the Hanburg county site where there are three

\ : . . X .
‘ .
I
1
A ' .
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Figure 1.6 Working Relationships: -Eastern State
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OFE = Office of Field Experiences
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| University although they have 1ncreas1ngly been used as’ and

.considerable interaction} for example, between the directors

: State U. undér the special program started by Saganne, the

- whén the contlnued existence of the center was threatened

‘ reasons for the connections to form in the first place. It

d

) ’ 1, s : ) e
centers gdministratively repbrting to oné central staff .
person there also sppears to be a kind of sub-network. . Each
centef'operatés primarily as an assignment and control :

point for pre-service practlce teathng students from the

accepted as legltlmate but not exclusive loci for teacher
in-servjce and ad hoc assistance, Thus the radial wvs. the
circle structure of this dlagram may be overstated

Turning now to the structure of working relatlonshaps
within the Midwestern State netwerk we find more substantial
evidence of radial patterns combining with circles to form
strongly interconnected structures. At the level of. state-
wide contacts, given the geographic and resource constraints,
there was considerable interchange involving not only the
director-founder at State U. but -also his deputy and the -
directors of a number of the centers. Log evidenoe”revealedZ' ‘

of the Arcadia and Three Rivers centers. Within the'Arcadiaﬁ
center network, of course, interactions were most intense.
Very strong relations existed between the dlrector and ‘a

senlor colleague, both of whom had had ddvanced training at

founder and dean. But the Arcadla center was most. noteworthy
for the very intense involvement achieved among teachers.
Network ties at Three Rivers were generally more insecure and
turbulent, especially with the dlStrlCt administration. Teacher

contacts were again prl%arlly radial but began to solidify ~' -

Actually, at Three Rivers the proferred ideology was strongly
teacher centered from the start but efforts to gain a sense
of teacher ownership were only paying off .as our study,closed.'

1.3.2 IOAs . as Transactlons

.

Tracing the connectlons among institutions and people

reveals some lmportant -aspects of these lnterorganlzatlonal

arrangements but tells us nothlng of the substance or the-
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is important to note that all these reltalonshlps, especlally
at the institutional level were voluntary, i.e., no party was
compelled to enter them for any reason other than self—percelved .
self interest. Partly for this reason we felt ‘that it was
most appropr1ate to view each relatlonshlp as a bilateral
transactlon ‘in which each party gave something and received
somethlng else 1n return which they viewed as hav1ng sufficient
value to make cont1nued assoc1atlon and giving on their part
worthwhlle.' Thus we argue that each sustained relatlonshlp
was founded in an implicit or explicit bargain. A great deal

of what we found in these three cases tan be underStood rather.

well in such terms. i o

Bargains are distlngulshable from other Kinds of relations
in terms of the symmetry ofvaluetransferred and in terms of
asimmetry of meanings transferred. A bargain relationship K
is one 'in which each party galns something that they value at
least enough to susta1n the relatlonshlp but each recelves
from the other*® somethlng qulte da;ferent from what is sent.
In these cases the unlversrty in, each 1nstance was prov1d1ng
educatlonal services of one sort or another, -in most cases e .
with formal credits attached which could be translated by teachers
into financial ancrements and sometimes into job moblllty. N
The schools and school drstrlcts, on the other hand, providet
. field training sites and | supe ‘vision for pre- serv1ce teachers,\
.placement opportunltles for graduates, and- enrofiments with their
accompanylng fees. These were the more obv;ous "chrps" that
were cashed in each bargaln, but there were many other klnds A
of ch1ps whlch\occaSLOnally became 1mportant at one stage, T .
or another in the development of a relatlonshlp. Among
these on ‘the uanEISlty side were research f1nd1ngs, ideas,
products, and:other types of innovations that had potentlal
classroom ut111ty, space, facilitéies, spec1al equlpment, o .
fac111tatlon of peer and superlor-subordlnate 1nterchange, o )

facllltatlon of problem solv1ng, career mobility (e.g., “into
graduate school and thence to admrnlstratlon, higher education,

<
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research, or better teaching opportunltles), or personal
~intellectual insight and growth, and’ status enhanpement On
the school side there were-opportunltles to, advance one’ s
- understandmng of. publlc education- and problems to 1mprove
one s beachlng and researchfht the university, access to
research and development s1tesA ﬂncreased credlblllty ‘as anu .
,\expert on "educatioénal matters, access to various types of
- . consulting opportunities, and remuneration therefrom. All
these ch1ps" appeaied odcasxonally 1n each the cases.' '
o Bar&alns ‘were sometlmes covert, w1th mot ves for 1nter-3
Py + action eXpressed on the surface in more idealy Sth terms such .
as the need to 1mprove educatlontor to 1mprov the lot’ oi the'
‘teacher, or to 1ncrease sharlnq, but the essentlal underlylng
nature of the- bargaln could be seen when thlngs began to come-
apart or when pers1stent efforts at Llnklng falled Some o F
o pers1stent reasons for bargain fallure which appeared in all
thgeé cases were as follows: h P

-

“1. Resource depletlon or exhaustlon Either-pa£¢y could °

b - .

run out of ch1ps or. not have enough left to make continuance of
the relat;onshlp v1able. As enrollmenﬁo—decllned in the areas
of. all .three case s1tes,,the demand for teachers also fell,
¢ Y . and hence the enrollment 'in pre- serv1ce teacher tralnlng. It
also happened .that when certaln spec1f1c problem domains such
asathe ertlng Consortlum of‘The Gounc1l were explored
. extensively, both interest and papac1ty to provide fresh inputs
\*' . decllned v . T . .
' 2. Flnanc1al Constralnts. QItgis'generally true that ‘when’
N - they can.ante up enough EESources to make it worthwhile for
the other party Thus it is that money comes to have
such 1mportant status as a bargain equalizer. What we -
can't trade for we can buy. Even though among these ;OAs
. ‘we see manyvexamples of pure‘bartering, i.e., where goods,
services, -and knowledge are exchanged for other goods, services,
and knowledge, some’ adunt of equallzatlon in the form of

f1nanc1al contributions seems to be necessary to sustain IOAs. -

Increas1ng financial pressures on all scHools and colleges

either party to a transactlon wants a particular commodity enough
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f‘througyout the perxod of ‘study made stable bargalns 1ncreas1ngly‘
difficult to ach1eve. Here/the role. of third party flnanclng
1s ;llumlnated as espec1ally problematlc. Partlcularly in- the
cése of the Mldwest network there was temporary dependence on
fundlng from a prlvate foundatlon' $400 000 over, a flve year “
perlod. Funds were LntendedVas in many federal "demonstratlon )
programs as pump primLpg,,peaklng in the second and third yearsl
and falling off to nothlng by - the slxth year as local author1t1es

.; ~pick up increasing proportions of the cost ThlS type of . s
formula is almost 1mposs1ble to achieve 4in the klnd of fiscg)y -

henv1ronment obtalnlng in" these years and %he only center whlch

‘

seemed to be surmountlng tHe’ problém (Arcadla) was one which

1nvested heavily 1n stockplllng reusable materials while
avoldlng the asSlgnment of funds to staff salarles. The Mldwest

network as a, whofé‘ as our, study concluded, was relylng heav11y

-
on expecfatlons that: elther the federal government ‘or the state )

government would come in.to flll the ,gap whepn, the foundation
depa;ted.' In khe same vein The Council in the last year stud1ed
‘was-in the process of wlnnlng a grant from the National
Institute of Educatlon whlch would 1n effect, help pull the -
staff through another year or two when support from the endowment‘
of the Action: Research Instltpte was beglnnlng to look shaky. a
‘Qulte evidently, however, support from’ third partles also- )
entalls its' own type of bargaln a bargaln in which the Sponsor -
‘expects certain outcomes whlch may not realIy be within the
power of the rec1p1ent to achleve (such as. lndependent £1nanc1al
support from lbcal sources) \ : K
3. ‘The need fades. It may also be that one or the_othen party
finds a decreasing need for the resources formerly supplied
by the other party. Especrally in turbulent t1mes ‘perceived .-
prlorltles can change quickly especlally when they are. subject ;’
“to- changes in popular opinion and the constitutdion of school .
boards. It may happen that a district w1ll develop its own
"in-service and problem—solv1ng Cap&CltleS ‘to a p01nt where’they

view outside assistance, even from large unlversltles as e&ther

»
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superfluous or inferior. This happened in the case of
Martinville County in Eastern State where the network actually
had its roots. It also happened in at least one of the original
school districts which had associated itself with The Council of
Eastern Private. Likewise at the university”end this‘may happen.
At .Eastern Private there was a perception in th“.late 1960's

and early 1970's that The Council was no longer relevant
because it represented elite and prasperous school ﬁ}ﬁt;lcts

which needed no help in contrast to the impoverished and problem-~

laden urban districts which surrounded the university.

4. Turbulence interrupts and disrupts. Generally bargalns
don't work without a degree of environmental/situational sta-
bility. Key personnel must stay §ut for a minimum time;
resource availability must be reliable for a minimum time;
needs, demands, and constralnts must remain reasonably constant
for a minimum perlod of tlme. In these terms all three of our
networks dgenerally fared well, but where leadership turned .
over rapidly as it did in the early days of Cardbn County and
Three, Rivers and where leadership was 1nterm1tt4nt as it was

at The Council throughout the period of study the bargaining
agents on one side or the other get fidgety. @ '

5. The presence of competing resources. One dlstlnct advantage
of the Midwestern network, particularly 1llust£ated at Arcadla;
was the exclusive nature of the resource prov1ded by the
college. In Eastern State there were a numbe# of competlng
sources which tended to dilute relationships, /especially in the
care of Arthur County where another unlver51t§ was looked to

by many as a stronger and more prox1mate resquce for the same
services. For the more isolated rural county of Cardon, Lastern
state was a more exclusive and -hence more vaiued resqurce.

In the case of Eastern Private, competing resburces were
ubiquitous, typically more proximate, and o@ten obtainable more
cheaply with fringe benefits of official sanction and course

credit not offered by Eastern Private. We beIieve tHat this

factor represneted a severe constraint on the expan51on and
" enirichment of The Council revival in the late 1970 S. In earlier
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times The Council had 'been perceived as the sole source for

maly types of knowledge and services -valued by school district

administrators. - By the 1970's Eastern Private was trading f '
heavily on its reputation and its capacity to deliver the highest
gualitx of knowledge resources available in the area. This

type of appeal worked for some districts, not for others. It
took a fairly strong- district to recognize the validity of the,
claim and hence the speCial value of the resource. Presence

or absence of competing resources is one of the strongest
causal factors in determining the: institutional,success of IOAs.

6. Domain dissensus. Bargaining relationships depend to an

" extent on an assuﬁption that each party controls separate

territory and resource capacities which can only be accessed
through bilateral negotiations. When one or the other party
lays claims to certain tapacities and responsibilities which
the other is offering to provide the result can be confusion
and conflict. In Eastern State and in Midwest, local districts

often were charged with the responsibility of providing their own

“

in -service, often under :the pre sumed leadership of principals
and central district staff personnel. When the universities
entered the scene with their teacher centers there was
sometimes conflict, especially in the early stages, when

certain district personnel felt their turf was being invaded

At Eastern. State a similar turf problem arose on the university
side when certain faculty felt their prerogative and responsibility
to* supervise student teachers in the field was being undermined
by the teacher centers who were proposing to use district
personnel for the same function. Eastern Private may have had
some advantage in regard to this issue since it was rarely

seen as invading terrain of others but rather providing |
opportunities of a low risk and low commitment nature which were
essentially an add-on to what was provided intennally or

from other sources.
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.-of cognter—fofces among teachers-and others which led to
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7. Bargain ratios change consistently or precipitousl?. The

chips that are actually used in bargains change continruously

hy small amounts as one or another party antes up more oOr gets

more out of a particular encounter. These fluctuations are ‘rw o . .
generally unimportant provided the over—all balance is maintained. |
"One or another workshop may flop, for example, ‘without threatenlng :
"the existence of the IOA and onge or another school may send |
poorly selected and pdorly motlvated candldates for tralnlng ‘
or part1c1patlon in“various events. however, if these changes ‘
;become consistent trends Or if they are very large and sudden ' “
they Wlll seriously affect the” stablllty of the bargaln. Such .
a ‘case is représented in the decline of The Council in the.
early 1970's when participating districts received fewer and
fewer benefits for the same, finantial investment and in
dissatisfaction in The Counc11 in the mlddle '1960's when many
members felt they were coming to be used as subjects in a
large research endeavor from whlch they would derive no clear

4

benefits.

. Ah example of precipitous change was the abortive decision

of the Three Rivers administfation to terminate funding for their
teacher center. 1In that,case the‘decision"prompted‘the activation .
restoration of 80 percent of the Center budget. )

8. The*chlps can change. , Each of these cases and each of the ’ .
minicases represented in the serials and the centers is a story

which develOped over time. With time and with growth or decline

some of the chlps may change on one 51de or the other. A

typlcal change fcr example, is from pre -service support to in-

serv1ce support, and ln the most developed and sophisticated

51tes from in-service to resource linking, peer networking,

and problem—sobVLng. Sometlmes these changes come about as:a

natural progression or evolutlon in which both partles concur, '
but sometimes shifts are made too guickly or without the consent
or understanding of the other party. This appears to be what
happened in Cardon County in Eastern Statewﬁhen a new coordinator

-
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stepped out of her tradftionally circumscribed role of pre-
’ service supervision arrangepent to'begin a campaign to promote
"bridging" between elementary and middleasehool adjustment by
) pupils. . “

%

.1.3.3 IOAs as Organi¢ Systems

While it is important to understand IOAs as bargains between
established lnstltutlons, it is ald3o important to see them as '
emérgent social systems in thelr own right, even if they are much
weaker and probably much more temporary and limited in scope and
capability than those they bind together. - In each of these
cases network building efforts led not only to the creatlon of many,
new connections and many types of bargains but also to the
creation of new organlzatlonal.entltles, "offices," "centers,
"boards," "consortia" and ‘so forth. For the most part these.
Hentltles were not free standing but rather dependenc1es or : . v
subunlts ovf larger lnstltutlons. Secretariat offices representlng
the network came 1nto existence within the prime unlverslty member
: at each site. The strongest such unit was the one which had
, . ' developed from The Council in its heyday in the 1950's, a ’
professor-dlrector supported by three executive secretaries with
professorlal appolntments and a large number of graduate
student "fellows" workimg under them. There was also at that .

tlme a data processing support group and a publlcatlons operation

. of«falrly lmpresslve dlmenslons,gall supported largely from pé
membershlp fees from many hundreds of districts 1n the local, B
.~state, and\natlonal networks which were'integral parts of the
system. ‘ )
What does it take to make a viable. system? First of all it
takes .connected elements which obviously obtalns in all these
cases. Then it takes a degree of cohe510n and stability among
these elements and their relatlons. This was achieved in varylng
degrees in each case, generally as 1n1t1al bargaining relation- ‘

shlis Were ‘'struck between the parent institutions. Particularly
“centers" were establlshed as part of the bargain, new

whe
orgrnlzatlonal forms came 1nto being with designated leadershlp

’
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and staff, specified ob-ijectives, tasks and .functions. Each

AERY

such unit then could be despribed‘in'terms of its own "input,"

“ "throughput," and "output." Yetsas linking systems they may

have special difficulties or challenges since they receive input
and provide output both for the university and the par{icipatﬂng
school districts. - One image of IOAs is that they are merely
pass*=- throu%h systems with very little throughput capacity or
purpose other than "facilitating" or initiating" linkage

among the' other parties. This conception of IOAs does not appear.
‘to be particularly viable. Most coordinators, directors, and -’
other staff persons specifically assigned to IOAs found themselves
doing much more than merely "arranging," sometimes developing
materials, sometimes developing new courses and conferences,
making presentations themselves, doing\research, ‘and involVing
themselves in sundry complex duties. Most noteworthy is the

fact that the staff of the most successful center at Arcadia

within the Midwestern network engaged heavily in making

, presentations, designing and running'in-service programs along

with all their other duties of collecting materials, managing
the center, arranging for credits, and finding new clients.

At several sites a major problem was defining the limits
of responsibility so that the task ¢ould be managed without
overload and without either confusing, disappointing, or unduly
disrupﬁing the major linked institutions. The Three Rivers

- case probably best exemplifies the difficulty of grappling '

with such issues. This center suffered from very weak
sponsorship from the school district even though the model er~w

" the center pushed by the‘Midwestern State UniverSity people was .

a'district—based center. A succession of early directors of

this center struggled\to;operationalize a strongly held
ideology‘of teacher ownershipfahd sharing of craft knbwledge

but were overwhelmed by their'ma responsibilities and’ pressures

-to provide various services and be perceived as obViously

useful to both the teachers and the administrators of the .
district. 1In ithe end the Center was;coopted into’ being a -

sign-up station for university courses and credits, a function

well understood-and valued by teachers, adminiStrators, and _

|




VA

the university, but far away from the staffég original ambition
of personal growth andicollectlve problem=-solving assistance.
One lesson from th1s experience is that it takes more than
good ideas" apﬁ zeal to make a system go. It takes operatlagal
procedures tha{ are well understood, repeatable, and reasonably
efficient. Many of the 'loftier ideals. of network founders and_
leaders in all three cases were not operationalized in a way
that made them viable. This was true of the fellows program of

‘the revived Council which languished and essentially disappeared

after early struggles to provide problem—solving process
assistance within various school districts. It was also true
of, the first efforts in Three Rivers and of the early "brldglng
effort in Cardon County in Eastern Sta}e It is.clear that
successful systems depend on various repeatable processes or
routlnes or modus operandi. Most of the known ones are used

to support and continue establlshed systems such as universities
and'schools, but what does it take to establish new and
innovative systems such as these linking networks? This is the
real challenge of our age. It seems clear that such routines

can emerge in some sort of evolutlonary process as they did

Qbat Arcadia and in some. lnstances but less rellably at -all

other sites. However, we are not yet at the point where we‘
canvspecify.the formula for such routines. | '
1.3.4 The Rhythms of Time

' As noted above,‘some of the most 1ntrlgu1ng patterns

~ observed in this study seemed to emerge out of someuevolutlonary

process. It seems obv10us that there are many aspects of IOAs

‘which can only be understood from a developmental perspectlve.

We have gone to some lengths to trace each of these cases
back to its orlglns and even to the events and elements out

of which it sprang. At Eastern Private the story really began

'in the -1920's when ﬂhe founder got his degree and an idea for

quantitative assessment and comparison of school districts.

“Through the 1920 s and 1930 s he developed a very slgnlflcant

program of studles‘at Eastern Private, many of them very large




perhaps transformation into something. else.

\

scale surveys of school districts of various types and
sizes. - This developing story or series of stories was far
bevond the reach of this study although we were able to

. capture a few relevant facts which suggested the depth and

complexity of the pre-history of The Council. Twenty years
is a long time. We suspect that there were networP like

arrangements set up within those,years. Most certainly there

were informal networks/ such as the "school survey movement"
in which The Council's founder was a key figure. -Such movementse

'had their own life cycles. They had their inspiration and their

Origin, their heyday and their decline, eVentually»their demise,
and 'from the ashes, apparently The Council grew.

‘. If we can accept the notion that such networks as these
are truly organic systems as suggested in the previous section,

then it -is but one small step further to suggest that each

has its own life cycle like any other living thing. At the very
' least the metaphor is instructive: Miles (1964) coined the
term "temporary system“ to describe a range of social arrangements

"which seemed to have an organic social ex1stence,however short.

In this category he included seminars, conferences, projects,

and the like, assemblages of people who. had cruc1al and in-

tensive interactions around .a common goal for a brief time and

then went their separate ways. IOAs are not necessarily
"temporary systems," certainly not when they can last 40 )
years with more "in prospect, ‘but the trac1ng of their histories
suggests a type of development in which ‘there is-a definable
birth, a growth, typically a leveling off, and/or a decline
which may then be followed by more growth of stabilization or
For analyticalipurposes we devide the life cycle of IOAs

into five stages: germination, growth, consolidation, .recéssion,

and termination. Some preliminary thoughts on each of these

stages and how they relate to one another follow.

71. Germlnatlon. The beginnings of IOAs are as interesting
" and as complex as any other stage. _ There 1s usually a.pre-

#*
68

5y T




o t

‘ history of meetJ.ngs, writings, propcﬂals that were .never funded
or operatlonallzed, agreements which were tentative, definitions,

explorations of interest, need, resource avallablllty, and -
capacity. In the case of the original Council the beginning
was a very successful conference at whlch part1c1pants agreed
they must continue to. meet. On the other hand, there 'had been
an elaborated pre-hlstory, a prepared and w1111ng leader,.and a
capacity to act, Typically, germlnatlon requires a dynamic
leader, a viable- conceptlon of a collaborative activity and.
membership, resource readiness, a set of potential participants
with commonly percelved needs, and a catalytlc event such as a
conference or the funding of a proposal.

2. Growth. Next comesthe initial building stage wherein staff

‘are hired or reassigned, -space acqurred or occupied, material
resources assepbled and membershlp rEcrulted. This is perhaps
¥the most excltlng and chaotic perlod‘ ‘Everybody seems to be

, do;ng everything. ‘There are usually large quantities of good

3 U . w1ll and energy on the part of those most dlrectly involved

A . and there is a sense of mission and a sense that all things are

-

\pOSSlble. Growth involves both expansion and differentiation;
- the labor is divided and red1v1ded leadership is estaplished;
: contacts are made with cllents, plans are lmplemented. )
3. Consolldatlon. After the early surge of ‘activity there
comes a time ‘when new roles and act1v1t1es need to be Solldlfled-—
put on a more permanent footlng. leferentlated elements need to

. be integrated. Activities which are shaky or awkward or incomplete
or lneffectlve need to be modified, strengthened, adapted, or
eliminated. .Patterns of activity which:. need to be repeated

such as monthly meetings and reports and periodic newsletters

need to be routinized. '

.

4. Recess10n. For temporary systems there comes the tlme when

growth and consolidation give way to shrlhkage, strateglc
withdrawal, retrenchment, or perhaps division. It is generally
the case ‘that ambitions and hqpesoutreach capacities, particularly
in the long run. - It is also often the case that early leaders

. | - . |
5
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;make a perlod of recession likely.
7/ 5. Termination. Like old soldlers, many types of institutiorns

whll have loftier ambitions and greater lnsplratlonal powers

tﬁan those who replace them. These are some of the factors that

e

o

"never die; they just fade away." But even "fading away is (

A J

_a distihct process with its own.special symptoms. Organlzations

which have fewer and fewer méetings with smaller and smaller
attendance with brlefer and brlefer agendas are probably dying,

but some are capable of a very long twilight existence or
hlbernatlon which is Operatlonally akin to death but not quite ‘
the same. Even lnstltut;onal*entltles whlch have  been pronounced
dead can have a memoried existence, and if the memories are

potent enough they”ean act as the seed for the germination of

new 1nst1tutlons. .- | .

When an institution has a prolonged life the staging prdcess.
is likely to be much more complex in that periods of growth and
consolidation are likely to be succeeded by additional periods
of growth and consolidation, with periods of recession also
interspersed. Such undulating patterns were certainly noticable

in these IOAs, particularly where their histories had been‘
traced over an extended period of time. 1In the case of Eastern
Prlvate,The Council in the mid-1970s -showed almost every.
symptom of the termination stage except the death rattle but
managed to come back to llfe, albelt,w1th’some-metamorphos;s.

For educational institutions the rhythm of time is dominated
by the rhythm of the school year; Each school year, in many: .
respects, has its own predictable germination, growth, con-
solidation, recession, and termination, starting in early C
September'and ending in mid or late June. Whatever ‘else’
happens in educational settlngs tends to get sucked lnto thlS

"inevitable cycle and affected by it for better or for worse. . =

Each of 'these IOAs is noteworthy for having survived many such
cycles, but tbe fact that each school year is seen as a fresh
start has a tendency to bring last year's'"innovations" under
skeptical scrutiny, while ‘this xsar s innovations recelve

favored treatment.

d
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"moments for optimal effect on educational improvement.

P

Other time dynamics of the larger soc1ety can also greatly
affect the life cycles of weak institutions like IOAs. Typlcally
elections and administrations come in four year cycles. Also
cyclical in a less predictable way are economic recess10ns and .
booms which inevitably affect what goes on in educatlon, -
especially whatever is dependent on fiscal resources. '

In our section on historical analysis we expect to take a
close look at these time rhythms and try to make sense of the
I0A phenemona in these terms. Obviously such an understanding
would allow us to get a firmer grip on prediction, but the

implications ‘should be broader than that. We suspect that

‘many I6A efforts fail to. achieve an optlmal impact because
‘they are the victim of adversity at one or another of these

stages., Observ1ng and understanding the life cycles of many
comparable efforts should suggest ways in which these efforts
can be redirected or supported or supplemented at crucial
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1.4 THE STUDY | | o ‘

The oreceding section on "patterns“ repreFentsgour current’
thlnklng on IOAs and how they can best be undﬂrstood. It o
comblnes theoratical notionsg with observatlon% from our case
'study material to prov1de a view which ‘we dldgnot have when the ’
project was conceived, ‘proposed, and 1n1t1all$ undertaken.
Therefore, at this polnt we will take a step Pack to review

I

very briefly what the study was all about. J
1.4.1 Conceptualization
The prec1p1tat1ng stimulus for this proJect was a "Request

for Proposal" from the Natlonal Institute of’Educatlon 1n 1979

which solicited studles of networks 1nvolv1ng more than two

institutions and’ 1nst1tutlons of different Qypes, all engaged

in some form of practice 1mprovement 1nvolv1ng the disseémination

and utilization of practlce-relevant knowle&ge. We were

attracted to the idea of proposing school—hn1vers1ty )
collaborative networks because of prior theorlzlng regardlng :

the role of the un1vers1ty in societal proHlem—solv1ng in ‘
general (see aga1n°Sectlon(l.l). We'. further sought to study
school—university connections as "linkage"| phenomena, stemming‘
" from prior work by Havelock and others to develop this concept
~as~a framework for understandlng the diss nination and '
utilization of knowledge. We further expanded our conceptual
domain to include notions of bargaining the domain consensus
a@ong others as Will be discussed in somewhat greater detail

in Chapter Two which follows.: : A .
We felt that it was important to prdgvide as complete a
descriptive overview of each,IOA .as possible following a e
common framework and addressing a common|set of research
********** questions. Four major classes of .research guestions which we

attempted to address were:as follows:
1l.- What was the nature of the arrangement, including

objectives, structures, typical operations and activities, and

roles. . ; ,




e

" our respondents.

w1th further elaboratlons of that unde

L

2. What was the env1ronmental context, including
quallty of relations to each supporting lnstltutlon, degree of
autonomy of the IOA, perceptions by supportlng institutions,
effects of demography, economics, politics, and geography,

and the historical context.

’ 3.. Wwhat were the prominent outcomes attributable to

each IOA, lncludlng outcomes on staff and delegates of the
I0A, as well as its clients, members, and supporters and their
respective instjtutions, lncludlng changes in power, status,
knowledge, linkage, practice lmprovements, fiscal changes,

- and structural/admlnlstratlve changes.,

4, What are the relatlve merits of dlfferent theoretlcal
models in explaining emplrlcally dlscovered conflguratlons,
and apparent cause-effect connectlons?

1. 4 2 Method .
The primary ‘data collection mode was extended and repeated

interviewing in the field of key persons who nomlnated one
another as either good informants oOr occupylng key pos;tlons
,currently oF historically. Interview schedules were wide
ranging and tailored both to the area of knowledge of the ,

\d

"respondent and to the degree to which redundant lnformatlon

was already in our possession. «Typed fleld notes from

. these 1nterv1ews totalled nearly 1,000 pages.

Interview materials was substantlally supplemented by
observatlons of typical act1v1t1es and governance - meetlngs at
each 51te, log books malntalned by a key informant at each
site for a minimum of two weeks, and a bulk of written
documentatlon including praposals, meetlng minutes, newsletters,
annual reports, and sundry other materials supplied freely by
Thg result was a founded and extensive plcture
‘of what happened at each s1teovera period of two years
rstandihg stretching back

to what appeared to be logical and accessible starting points.

The methodology is more’fully described in Chapter Three of

this volume.




. 1.4.3 The Descriptive Findings T | : | ‘
The findings of the study are spelled out in a case—by-
,case parallelypresentatlon in the preceding three volumes. An
‘extended . summat y of each case in narratrve form was supplied
in Sectionnl,zfof this chapter. Even more briefly we-can : . ‘
summarize the Hescriptive findings as follows.
. We have dlscovered three operational school- unlverSLty
collaboratlves which are durable, more or less sustainable P L
'wlthout th;rd party support, involve many hundreds: of school 7
personnel, mostly teachers, and have a variety of outcomes,'
mostly pos;tlve. Of these by far the oldest was conneeted : s e
to an Eastern Prlvate UnlverSLty of great prestlge. ‘In its ' ; ' ‘V .
original fOrm this network serv;ded as a natlonal model for pet- "
worklng connectlons between colleges and school districts for
. . &wo decades. It provided a system for exten51ve quantltatlve'.
comparLSOn of school-distkicts as well as a, mechanlsm for -

L3
sharlngland utilizing that knowledge for practlce and i
adm:.n:.strat:.ve J.mprovement. However with thé retJ.rement of - ' '

its early leaders and other environmental changes,thls ‘network

- ceased to function in this manner after the 1960s. After(a i o
perlod of mlnlmal act1v1ty it was revived under entlrely ‘ B |
new leadershlp wlth a different teacher-centered ldeology in the
late '1970s. The revived network lncluded many of the original
schqol dlstrlct members but focussed primarily on providing
numerous worksheps led by expertss usually from the university.

v The revived network seems to have had a scattering of important
outcomes in the form of lqcal lnnovatlve efforts inspired by
workshop presentations. In one case. a subnetwork developed among
d handful of districts around efforts to lmprove the teaching
pf wrltlng. . . -

The second network case revolves‘around.%he efforts of a .

0J large college of educatlon in an Eastern State public university
to improve and extend its services and supervision of stddent ~ “
teachers placed throughout the state. These efforts began ; .

. f/ in the middle 1960s and were substantially abetted in the late ; |
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‘ ‘ lyGO's by a large federal grant which called for the creat:Lon <
ofa#teacher centers" in various parts of the state. Massive .
- growth was accompanied, by lncreasrng conflict w1th1n the college <
1

of educatlon, lead1ng to the reSLgnatlon of the person who had -
been\the dr;v1ng force behlnd the effort ‘After-a perLod of

undErtaln leadersh1p, decllnlng resoprces .and decllnlng d1str1ct

paf%;qlpatlon,the effort came under'the highly pro- actlve but * ¢
N -y e . .
, lowakey“and Competent leadersh;p of a new director: The ‘

;2 . :’» currentﬂq?qﬁgggﬁatlon incIudes n1ne teacher centers or §°‘ '

professxonalldevelopment}centers serv1ng somethlng le'ss than.
a th1rd of the schools in five countles of the stabe, four of
s them‘densely pqpulated and 1nclud1ng a large portlon of the
: . state s populatlon. . Over these years there has been a shlft
- toward‘greater 1n-serv1ce activity with assoc1ated course cred1t .
solv1np within districts 1nst1gated generally by the full -time
g ) center" coordlnatgrs. Impact appears to be moderate but

, p051t1ve ‘at most SLtes, leps 51gn1f1cant w1th1n the college of
“ education. Inter-district sharing is not formal:.zed but. is.

encouraged through monthly coord1nator meet1ngs and semi- S

annual- retreat-type workshaps. ' V LB
The third network was organized”in a sparsély populated

-m1dwest pralr;e state w1th h1gh per caplta wealth but a -history

Y

of rather low financial support for publlc educatlon, this desp1tei

_an*aVBwEH_ﬁigh‘valglng of public educatlon. The prime mover’
was a dynamic dean who\came from another state or1g1nally to head
B up an experlmental program ‘for staff development and renewal.
As a result of this program the entlre state was seeded with
enthus1ast1c advocates of new teacher-centered and personal ‘
growth-centered approaches to staff development. _The. dean used

ang‘there have been a ‘number of examples of collectlze problem- .

these seeds to develop a proposal which was funded to the- tune e

‘of $400, 000 over a five year perlod to establlsh a state-wide
T network of teacher centers involving the collaboratlon of
several smaller four-year teacher tra1n1ng colleges dlspersed
v . about the state.. Four such centers were created ln 1977 and
‘ f:.ve mo?:e added by the 1979-80 school year.. Each center was
supported on a matching funds- and resources bas1s between the

A » 75 ,
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‘(h'* - cQlleges ‘and the school districts. Addltlonal thlrd party support.
: state-w1de came from a foundation grant with funds dlstrlbuted
in progre551ve1y declining amounts over.a flve year period. Each
center could spend these funds as it saw fit within rather broad

Y

limitations. The plan appeared to have the strongest impact:<"
atone.site where a germlnal center already existed,kand where :
a strong two man team pushed for stronger and stronger college -
commitment and creat1ve1y organlzed a range of services which '
teachers found extremely attractlve and, relevant to their

needs. By 1nvest1ng third party funds heavily in materials,

this center built up a strong resource base whlch would long
outllve the grant and would not make the contlnued operation

: : of the center dependent in any way on third party funding.

' In other parts of the state the generally stringent
atmosphere of school budget decision making made continued
existence of the network without third party fundlng problematic.

. A second center which was studled 1ntens1vely revealed a ) g -
troubled early history que to hlgh leadershlp turnover and
orphaned institutional status, "being firmly and centrally . ’ ‘
lodged neither in the university nor in its reluctant "host"
school distri¢t. Persistent efforts by a new generation of
leadership'supplied by the University began to pay off in
incréasing teacher participation and a- sense of teacher

' ownership by the second and third years of operdtion. The ) ’
.attractive power of this center consistend largely in being

&

a conduit for course registration and credit from the

-university. _ : "
‘. Each of these cases ls unique in many respects--the

unlque consequence of a unlque set of conditions in a particular '
: place and time. Yet the lessons for others in other places
and times are many. They are above all lessons in what is possible

with limited resources and llmlted initial support. The lessons
-are probably Best learned from reading the cases one by one, so .
that the ways in which elements converge can be obserwed and

the ways in which the networks as systems emerge frqm and




interact"with”thein*environments.Q«This is why the descriptive

‘ . narratlves are so 1mportant. , ’ -,
T When. we+look across the’ cases, on ‘the other hand, we arg
< confronted w1th a bew1Ider1ng array of qua513comparable R

descrlptlve facts. We are alded by the. fact that, each case
conformed falrly well to a common framework, but 'with only
> ) three major case comparlsons (augmented by several sub-acases
V of centers and serlals) wg are hardly enterlng a stat1st1ca1
realm. In several of the’ chapters which follow we attempt to ¢
- array some of the more J.mportant descrlptlve comparlsons, but
generally concluslons must be hlghly tentatlve and speculatlve.
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PART TWU1, ,BALKL:KOUND AND. SCOPE OF THE STUDY RS s
2.1. STATEMWNT OF THE PROBLEM ~  —— e
Studles of the, role of the un1vers1ty as a "knowledge

bullder" and "knowledge center" abound These are, to be sure, . =
the traditional roles 1nvested in lnstltut}ons of hlgher - °
educatlon Somewhat more recently, there has ‘been 1nterest in - . -
trac1ng the flow of knowledge ‘and - expertlse producéd by the -
university to its ult1mate‘targets in the world of practice.
’ This concern for the linkage between universities and .
local schools “has not abated. In' fact, pressure has growp on
universities to enlarge their service or’ outreach" functlon "~
Vand to direct .it more operatlonally toward educatlonaL practlce
‘1mprovement In many cases, the institutional response of .
colleges of educatlon has been that\ of 1ntens1fy1ng the’ln—' -

service teac¢hing functlon and of prov1dmng a more formallzed . .
process of dellverlng consultant serv1ces to school systems ‘
requestlng them. . The connectlons made, however, have been * ,

comparat1vely weak, poorly elaborated and not well supported

from within. There has emerged a subtle and often’ 1mpllc1t . -
d1fferent1atlon‘bf roles, in which' the prestlglous prlvate ;,", -
"and state 1nst1tutlons attend to post- graduate tralhlng and
non—m;sslon orlented researzk and the local state and communlty
colleges busy themselves with pre- service training of prac— )
‘tltloners and, ‘with their. remaining resaurces, remain on call
to local school districts requestlng spec1f1c forms of expertise. .h.
Correspondlngly, when the federal government 1n recent xﬁ' .
years has attempted to support the improvement of educatlonal
practice.in schools, it has Iargely 1gnored the potential )
role of universities, relylng instead on state or local ' .
educational ageneles, on semi-public agencies. such as. reglonal‘ ‘ |
laborazsiies or on, parallel mechanisms such as the National N . a’;'
Diffusion Network . i
A léss explored avenue of 1nqu1ry has been theé 1nstances
in wh1ch unlversltles and local school systems establlsh formal

1nterorganlzatlonal arrangements to 1mprove educational practices.
e /s




‘than is the case 1n such areas as agr1culture or eng1neer1ng

~2Q2.l. Knowledge Transfer Theory ‘ ' '%

adv1sors or. "change agents
- Some of the- early empirica
,(thtenhouse, 1970, Siehers

o\
_system are contlnuously linked so that the needs, concerns and
react;ons of the former can be communlcated (fed forward or
. fed back) to the latter. In a h1gh1y Slmpllfled form, the

> e
~ -

S ~ s

- .
- -

#,When _these relatlonsh;ps_are,non:casual+wcont1nuousgmuilmﬂw;_llllll_a
'”dlrected at 1nstrumental outcomes, there. should be a measurable»

impact w1th1n cooperatrpg schools. We would also hope that . :
such 1nterorganlzatlonal arrangeménts would affect part1c1pat1ng

b ,un1vers1t1es, either 1n,the1r 1nstructlonaf programs or in. their.

capaCLty tgvproV1de sound- and_useful‘knowledge about.edugptlonal

settlngs. ¢ s SR - o
In addltxon, much more attentlon needs to be paid ¢o des-

cr1b1ng the types of knowledge transferred Petween universities

and, schools as well as to analy21ng the d1rectlon of the transfer.

.How 1is such knowledge prqduced communlcated, and utlllzed° *

Are there‘mechanléms for bridging tHe gap between those who
operate from a theoretical ox explanatory model gnd those 'who

‘use a utllltarlan or [functional model of educatlonal pract1ce°

In1t1al work on knowledge utlllzatlgn theory suggests that”™
knowledge transfer ih educatlon is far more complex and far

less manageable 1n the ways in which 1t is polltlcadly and f‘.-;‘ .
soc1ally medlated between and wlthln collaboratlng institutions

2.2, Conceptual Schema

aQ

ConCeptually, the transfer of knowledge between ‘resource

systems and user systems has beén,shown as a problem-solv1ng

parad1gm (Havelock 1969), whlch knowledge is generated in a
un1ver51ty or spec1allzed 1 boratory and transferred via' technlcal

' to 1nd1v1dual users or user " ystems.

studies of knowledge utlllzatlon
etzger arfd Louis, 1972) have mapped:
the movements of such agents--variously called "llnkers or .
"boundary—spanners"——between unLVerslty-based resource systems and

lqcal practitioners. Presumably, the user system and resource

parad1gm<;ooks like Figure 2-1. . ) o ;

I
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.- elaboration.

a

‘broker or knowledge linker, and the schools . (B-C)

It should be emphaSized however, that very few real—world

knowledge transfer Situations involve only one resource -system

and one, user.

It. is also likely that the resourCe-user dicho-

tomy breaks dawn if one looks closely at the arrangements

between any w0 collaborating institutions.

local schqol organization might be a user of resources'generated

For example, a

by a university, byt at the same time might itself generate
teacher-based or administrator-based knowledge which thé uni-

verSity would use to improve instruction or to stimulate'

empirical research.
paradigm.

’ [}

As the figure indicates,

linkage Situasﬁons which potentially exist Wwithin this oonfigura-
“The relative strength of each probably determines the

tléh

ultimate character of the arrandgement.

there are at .least six distinct

The first is that

between the univerSity—based participating unit (A) and the

other members of the arrangement collectively (surrounded by

crosses) .

ever agency (e. g., teachers'

is actrnq as, coordinator or gatekeeper for school partiCipants“‘

(A—B).
(A-C) .

. '
- \

- 7 80
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center ’

A fourth is between the intermediary unit,

The second is between the univerSity unit and what-

superintendent s office)

‘A third is bBetween the univerSity and schools directly

serving as

-

4

A fifth is-

-

This calls for an enlargement of the-linkage
Figure 2- 2 on the, following page presents such an

LY
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between- the‘varlous schools themselvesJ and a sixth type. of :

’

linkage lnvolves flows and exchanges of knowled e between the

part1c1pat1ng*un1t at the’ unlverSLty and the varlous faculties .

and departments. . : . | -

2.2.2. Interorganizational Theory et [ g

u

A "knqwledge floW" approach- to ‘analysis tells only part .

K

of the story We also need <o look' to organlzatlonal theorlesi
A

to account for \some of the:mechamisms underdylng those ex-
changes. Addltlonally,- oncepts fram. lnterprganlzatlonal.‘

researchkare useful, e. g., organlzatlonal‘set (Even, 1966), .
network (Bensomn, 1975) or pattern aggregate (Warren, 1967)

Such. a perspecthe is consonant with a general systems or
cybernetlc approach to organlzatlons, whlch assumes that.
organlzatlons are noE bounded, self- suff1c1ent entltles but
rather depepd for thelr structure, ‘resources, and operatlons on .

‘transactlonal relatlonshlps wrth oéher organlzatlons inm-the
surround:.ng é\vlronment (SJ.mpSon and ﬁulley, 1962; Alker‘ and

"~ Hage, 1968).- . ’ *\ ‘ C

Unfortunately, the available body-of litepdture is thin

when we search -for: emp1r1cal ‘and conceptuald, studies of formal
arrangements for the exchange of resources between educatlonal .
organlzatlons.‘ The bulk of available work on ¥ormal organiza-
tional propertles has been restrlcted‘to 51ngle unlts . >
(Stlnchcombe, 1965;, Bunns, 1967;. Perrow, 1972) Interorganlza—
tional studles, on the other hanq, have shled away from formal .
relatlons among organlzatlons. The majorlty of 1nterorganlza—
‘tlona} studips track social lnteractlons among 1nd1v1duals
nested in proxlmate or resource-prov1d1ng organlzatlons rather
than aparyze the formal lnstltutlonal arrangements "which drive-
and c0nstra1n these lnteractlons. K .

' Fortunately, other's have devedoped ‘doncepts to descrlbe
relatlons among organlzatlons that are not centered on any one.
unlt bat rather ‘focus- on the 1nterorganlzatlonal pattern
itself as thé‘unlt of analysls. Warren (1967), for example,
uses‘the notion of "lnterorganlzatlonal "network" to convey ‘the

.
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1mage of a "pattern aggregate of interactions among .

.-~'organlzatlons. Today there is a small but growing body of

:llterature deallng w1th-1nterorganlzatlonal networks in aon-ﬁi;”,”
educational sett1ngs ranging from industry-and health organl-
“zatioms to the‘Natlpnal Collegiate Athletlc Assoc1atlon ! y
“(Litwak and- Hyltonj 1961; diken and Hage; 1970; Vdn de Van,

.1979; Stern, 197%i Schmldt and Kochan, 1977; Hoagland ‘and

Sutfon, 1978; Klongan, 1976) . i . , T .

the characterlzatlon of the llnkages among the part1c1-<} } N
patrng organlzatlonal unlts in an’ lnterorganlzatlonal arrange-
'ment prov1des another connectlon w;th a knowledge transfer
paradlgm Transactlons lmpl.mented by, boundary personnel are
rnfluenced by the ‘nature, multiplexity, intensity and fre-.
quency of ti'es and linkages among the organlzatlonal unlts.
Two additional ways toav1ew the llnkages among organlza-

vtlonal arrangements are the degree of sygtem coupllng and the., :
multiplexity -of ties-(Kadushin, l979) Mult1plex1ty of ties
refers to the number of structural llnkages among organlzatlons

1

while degree .0f system coupllng centers on the intensity of

£

- structural connection$- (Weick; l976) On the 1nterorganlza-

~tJ.onal level there is evidence (Stern, 1979) that looseness \ 4
of coupllng allows-subsystems a chance to respond to local
conditions w;thout threatenxng the stablllty of the arrangement
as ‘a whole Other’ (Aldrlch 1977; Kadushin, 1979) argue that

. s1ngle purpose tles in lnterorganlzatlonal settlngs are weaker
~than those which serve multlple purposes, and that the greater
the number of d1ffetent flows between members of a network,

+

. the more staple the network”

<

-

2. 2 3. uExchange Theory and Powexr-dependency Theory .

From an organizational perspectlve, ‘'we tan use-two con-

ceptual frameworks to study’and account, for the processes by whtch
a college ¢f educatlon, lntermedlate unit (e. g., a teachers
. center or coordldatlng counc11) ‘and local scpool*systemvproduce,

v communicate and utlllze prabtlce-relevant knowledge. Using

-

2
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the flrst framework, we would'look at this lnterorgan,;stlonal
- - arrangement as a serles of transactlons or exchange( !
.In keeplng with much of the 1nterorganlzatlonal l“,erature,
Lo organlzatlons are treated. as collectlve actors who seek '‘out .
} exchange relations which involwe the least cost ‘to .the organi-
;zatlon in terms of loss of autonomy and power. In sother ) .
words, the ways in which resources are exchanged correspond to
a bargaining or negotlatlon process (Elmore, 1978; Adams, 1979).
. , ) Secondly, when organlzatlons bargain, they seek to lmprove
+their negotiating pos1tlon so as to - obtaln as many and, lf .
poss1ble, mdre resources than they glve away. The bargalnlng R v
pos1tlon is enhanced by two interlocking factors.‘ the power ,
ox, influence which one organizat;on or, its members may exért |
- on the other and the value of the resources to the other party. "
* 2:3. PRINCIPAL RESEARCH QUESTIONS ° :

N\ Three types "of research questlons were explored 1n the

case studles. On a descr;ptlve level, it was important to - o

study the nature ‘'of the 1nterorganlzatlonal arrangement, in-
N clud1ng the hlstorlcal context, the env1ronmental context,

,  the characteristics of staff involved in the enterprlse, the
. . : relatlonshlps between parthlpatlng organizations and the
‘ | activities sponsored or admlnlstered ‘within  the arrangement

At a more analytical level, we were interested in the outcomes ) .

of the arran ement and, looking across different arrangements,
in'the ways "in whlch different types. of arrangements were = - . T

. associatgd w1th different outcomes. 7Tt was 'also important-to S ,;
identify-the various barriers and facilitators to successfui
outcomes. Finally, there was a concern to determine how the
flow. of knowledge and other resources affect the outcomesiof

the .arrangement. o w - o

LY

. . At a more theoretlcal level, it was'essentlal to determlne

whether and how gransactlons between members would approxlmate
the problem-solv;ng process .central to the llnkage model. It

& ’ -

‘o . . . .
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’ . oL . . ‘




3

J »

>, v . .
was important to test the organlzatLOn—theoretlc assumptiong
that numbers, strength and mult1plex1ty of links would result
in more durdble and significant outcomes. Slmllerly, there
were, in fact, measurable iﬂstances of ba;gaiﬁing and ekchange?
Were these processes a fﬁhctionﬂof_tﬁe relative poweruof»each
‘party to the arrangement? Do such interorganizational procesgses
as exchange-bargaining and power—dependency ‘affect the type,
use and validation of knowledg ‘transferred betweén part1c1—

- A

Flnally, there was an overarchlngdauestlon.

patlng un1ts° .

were outcomes at the level of the schools or part1c1pat1ng
un1Ver51ty different from the benefits likely to accrue to each
party if there had been no formal interorganizational arrange-

. g 3 )

ment?

.4

s

to what extent

a




" PART THPEZ: METHODOLOGY : .

.3.1. OVERMIEW : | .
A comparative case history approach was used in this study. -

Each of the. three cases'(Eastern Private, Eastern State and
Midwestern State) followed a common analytic framework to seek
out answers to the principal research questions. Each site '

was treated as aq"case“ and the brunt of the data collection . 7 f}
effort went into getting indepth, contextually grounded . f‘
accounts .of how colleges of education and.local schools came

to create 1nterorganlzatlonal arrangements and how those arrange- -
ments mlght otherw1se not have occurred as rapidly or eff1c1ently

The general research strategy called for non-participant ob-

servation, multiple interviewing and the collection of archival

data in order to get a set of reliable, plausible and conver-

gent accounts and explanations. . K A :

3.2.. SAMPLING

3.2.1. Selection of Sites
After a revjiew of the several. forms which such

collaborative arrangements "took throughout the: country,

three sites were selected for intensive case study

analysls. The sites varied on several dimensions. The-

Eastern Private University site lnvolved a large number of

school districts and had a 40-year history of unlverSLty-

school collaboration. : ‘ i
_The Midwestern State University°site was in its third

_ year and represented .a rapldly.expanded, activist arrangement. .

The Eastern State UniVersity‘site, of intermediate age, repre-

sented the efforts of a large public university to reach out

Ato urban and suburban schools in its state. The three sites

also spanned a continuum between a "corporate structure" or

interorganizational arrangements (predominance of vertical

ties from the university to local schools) and a "federate

structure" (prevaience of horizontal ties among participating

units). . ' . o
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‘ 3.2.2. .Subsampling ' . .

Within each case, the analysis of the arrangement as -

.a whole was reinforced by‘the study of two sub-units. At

‘. © ', the Eastern State.and Midwestern State 3ites, analysis focussed
- ‘on twd teacher centers linked to the university and to a set

of local 'schools. 1In the Eastern‘Private case,‘major colla—‘
o . borative projects were selected as the sub-units of analysis.
. . At a Stlll more mlcro-analytlc level, each case analYSlS’

>, 'comprlsed a serles of mlnl-caSe studies of ‘typical or signi-
- flcant 1nst1tutlonal eventsr Called "serials," each described

=" , ~  the life history of either & substantive event (the organiza-

M .

tion of a collaborative research project, the lntroductlon of .

. -, . a new practlce) or an organlzatlonal event (the addition of

a new schbol district to ‘the agrangement, a self -study retreat »
,.se5510n) .Events were tracked from thelr orlglns to their

gcomes, and several "trail's" were pursue&* ..a money trall,

3 4

an authorlzatlonatrall, a soc;al hetwonk trail, a knpwledge
' '"transfer trail,. etc. Thi¥ techna.que prodﬁced a set of ‘.
. "miniatures” that Iay bare the anatomy of the arﬁkngements And

5

the mechanisms driving and constralnlng,lts'oper ions.

N . . p“ ] 70<4. . .
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~ were collected over a 12-month period through a series of site

'Many of these were generated at’ the site itself: reports to

‘were made by two persons at the site and served as a validity

3.3. 'DATA’ GOLLECTION V .
The data collection effort is shown on Table 3-1. Data

v1s1ts, totallng 16- 22 days. The modal data collection device

was retrospective 1nterv1ew1ng ‘with key lnformants in each of
the participating organizations. Theoretical sampling proce-
dures were also used so as to include interviews with non-users,
marglnal actors, avowed critics of the arrangements, etc.

Interview notes were then dlctated and transcrlbed

On-site observatlons were also’ carrled out. Fleld
researchers observed tralnlng events, kéy meetings and rou'tine

operations. V1s1ts were often timed  to coincide with important
activity at:the site. - Sl
. A~“wide range ‘of dopunents‘was collected and analyzed.

funding agenc1es, proposals, evaluatlons, newsletters,.memos,
minutes of meetlngs. Other documents were initiated by

. researchers. These included the follow1ng weekly activity
lpgs fllled out by key roile incumbents (the un1vers1ty dean

or department head, the teacher center coordinator, permanent
staff and-other persons spanning units in the arrangement) ;
reports of communlcatlons relationships using standard forms
on which key actors registered at two periods in time the .
frequency, mode and substance of their communlcatlons with
other members of the arrangement; repérts written perlodlcally
by a person at the site 1dent1f1ed as an on-site consultant,
who'was paid an honorarium for periodic updates on site .
activity, notably in relation‘to the substaﬁtive and organiza-,
tional serials; predlctlons of the future conflguraglon,

level of activity and degree of 1nst1tutlonallzatlon of the

»

arrangement.over the following 12 months. These predictions

check on the interpretation of ‘the data. L 8
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6 Table 3-1 Summary of pata Collection Effort,
- ) ) , _-’od‘ , b ¢
: ' “ ' !
. ‘ . ’
- . ’ . Number of “Number of Total . .
‘I Effort Tota'l Number .of Interviews " lobservations| Documents |, Pages of
. No. Days [Intermediate Local ‘ " ‘Collected Transcribed
-|Site on Site College Enit Schools and Analyzed|[Field Notes
' o . - . .& . ) ' . . . . . i
Eastern . S S 1 v ‘ ¢
’ Private .18 * 6 15 10 - f 7 ] 72 o 220
. - » ’ ! - * . - -
®  |midwest |. 16 13 | 342 25 11 65 » a10
A < : ‘ . ' - ! R s
‘|[Eastern ’ v i - : - . ' -
%
State 225 4 15 11 8 21 .| .70 341
[y - ‘. &

1 ' - £ ‘ .

Nine ‘with gra&uate students

Six with informants who were also college staff members ' a

d '
‘ . %Twélve with informants who were .also cq;lege staff members >

, .
- s .
~ [4 . r'd
[} . v -
A , "
- 1i.
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3.4. ADEQUACY OF THE DRTA BASE o
‘ The'totaltime spent on site was short, particularLy when
separate sub-units within a .case were belng studied in detail.
For the Mldwestern State case, f1nd1ngs were consistent and
reasonably exhaustlve at Arcadia, due 1n part to the manageable
proportions of the site itself. Two site informants crxtxqued 4
a 20-page summary and detalled causal model (see sectlon 7)
before: f1na1 write- ups were done. The last wave of 1nterv1ews
turned up lnformatlon that was redundant and conta1ned no ’
discrepancxes from prev1ous accounts. Data were th1n on the
d1str1ct administrators, although accounts about.admlnlstrators -
¥rom other role’incumbents Were so remarkably consistent that )
less energy was put into reaching more. ) ' ‘

The Three Rivers s;te was -harder to,encompass. - School «

adm1n1strators tended to be evasive and some teachers more
doctrinal than our emerglng 1nterpretat10n of events could
support. There was conflict at th1s site and it clouded the
‘internal cons1stency of the flndlngs, people s1mply did not*
agree- on some events and 1nterpretat10ns. However "most of
- the key research questxons could be answered with conflde?ce,ﬂ
-more so with réspect to the role of the un1vers1ty and the
teacher center than with respect to the school d1str1ct and
outlying counties. Very likely, too few teachers were inter-

viewed. Fihally, the account of the state-level network was .

. probably accurate, with strong validity'in the historical and
early perlods but less so in the present configuration, where,
nine ,centers throughout the state are involved Flnglngs
would have been strengthened by interviews with state education
officials and members of the statewide policy and advisery
boards. . ' “ o

With reference to the Eastern State casé, there were more
data codlected'from the card
from the Hanburg site. Thé

site (the primary site) than )
ange of informants.'was also greater )
~at the Cardon site than at the Hanburg site. Owing to the
tetrospective nature of much of the datay there may have been

selective bias in recall. Wherever possxble, 1nformatlon was

.
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checked agalnst documentary eV1dence or other 1nformatlon
sources. Overall, informants were direct, open, and _respon-
sive. Feedback-from the‘on-site‘donsultants revealed no )
major dlscrepanc1es in the, Fase account and is reflected in
*the final:case study. Data were qulte strong at the Offlce”'
of Fleld Experlences level. Interv1ews with stagg off1c1als
3 and school board members could have . further strengthened the
‘report. T ’ e ®
The nature of the Eastern: -Private site network and its © T
long history dictated a rather d1fferent 1nterv1ew1ng strategy
than obta;ned at the other two sites. Flrst of all, ‘there
was no Ycenter" other than the offlces‘ln the college ltself /
"There was rather thorough coverage Qf the’ persons on the’
- staff of the arrangement including key,graduate students over
a four-year perlod. .However, because of -the large number of
districts 1nVolved and the ‘nature of their 1nvolvement, we *
did not trace. effécts indepth in partlcular districts. Instead
-we . .traced effects and principal part1c1pants in the most: *
prominent and concentrated subject-centered activity, the
writing consortium, and recorded in some detail the exper1ence£/

of about five fellows who were actlvely engaged in field work '
" in the school years. 1977-78 and 1978-79.. ’

Because of its great slgnlflcance in the*hlstory of ;!

educatlonal networklng in general, we also traced the histo
arrangement through the experience of about eight informants
"who had key roles from 1941 through 1975; we collected and
reviewed. a large mnumber of documents s and newsletters whlch
- reflected the act1v1ty of those years. We had to go far afield‘
to flnd spme of these people;: three were still on the faculty,
one was VISLSiF in his retlrement home in a remote part of
d

*

Cbnnectlcut two others responded to us in long telephdne
1nterv1ews.‘ The further back in time the’ shakier was our.
evidential base but this was partlally corrected by the excellent-
quality of the early documents. Unfortunately these documents
tend to focus more on. the substance than the. process of network

.. LI .

-
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" two dlstlnct perspectlves.

1nterv1ew1ng ‘with key .informants. The 1nterv1ews were d{lven

\

)

buildlng and managkment per se. qFor almost all obser%ations

regardlng events after 1965, we were able to obtain at least
All names® of persons, 1nst1tutlons and localltles are

flctltlous. ) ’ . " -

3.5.," PROGREESIVE FOCUSSING . : R

‘-

P >

The basic technlque Qf data collectlon was that of multiple
by a core set of research questlons, ‘in relatlon to which a sét
of key lssues began to emerge at each site. These issues
focussed much of the energy of lnformants and illuminated the5
pattern of re§ource changes, the relatlve influence of key
actors, the lnstlt&gﬁx
other medlatlng varlables which appeared to be systematlcally
tied to~outcomes. Interv1ews then focussed on\these issues
until th'e most detailed, plausihle and—lndependently conflrmed
account emerged. In some lnstances, this account was rev1ewed
by on-site.consultants’ for verlflcatlon. . Along with the °

answer" to ¢he research questlon at the close of data collec-

A tlon, analysts would append the prime cgusal varlables accounting

s

for the outcomes belng reported M ”

= 3, 6.- DATA ANALYSIS

) i Analysxs of the data involved the coding of transcrlpts -
and'documents using an”elaborate coding scheme derived from
the principal research questions. The coded segments were

- then analyzed and reported in a case study for each site, com-
prising, both a narrative of ,the IOA and its const1tuent serials
and an analysis off ;Es functlonlng and outcomes. The analys%s

»

was driven by the rgsearch questlons and built, Ancrementally
frgm a catalogue of coded segments to their- claSSLflcatlon o
(by type, valence and/or magnitude), then to their 1nsertlon in
a matrix or flgure which was standard across the three Cases.
For 1nstance, defree of 1nst1butlonallzatlon of the varlous
subunits, and lnterorganlzatlonal arrangements as a whole was
assessed uslng a.criterial checklist derived largely from Yin's

.

(1978) work on routlnlzatlon. - L

onal strength’ of the relationship . and x

-
.
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Cross-site analysis began with a review of the three

narrat1ves for common or contrastlng themes, ‘threads, outcomes
and medlators, A list of these varlables was then generated
and compared across sites. Examples of varlables emerging
from narrative comparisons include environmental turbulence, .
theoretical pluralism, presence of back-up resource bases, -
boundary permeablllty, teacher militancy, etcag.These variables
' formed the core of causal analyses (see section 9) tying v
these antecedent and. lntervenlng variables to dlfferent coh-
f1guratlons of outcomes. ¢
Work on the analytic part of each case report began with

a comparlson @f charts and figures, from which "meta—matrlces
were constructed to include all data. Contrasts, commonalities,
frequencies and magnitudes were estimated from these datd. -

. The .procedure then followed the same sequence as for the
analysis of each case, moving research question by research.
question, th@n reportlng on causal factors as they affect out-

come conflguratlons.- - ’ 5
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- PART FOUR i{ HISTORY _ - : ‘ ‘
- S———— N
Eachdof these cases lS a history, the. rec¢ording ofgmajor
.- events related to the development and sometimés the ‘decline of -
a partlcular social phenomenon. They involvé names, dates, ahd -’

L L
places. The narrative summaries of' Chapter One prov1de those
hlstorles, one by one. The task Of this chapter is, to' try to

ki : uput them together and .to. draw general conclusions from a,
.‘comparlson of separate developmental patterns, We will do that
ﬂh two ways. Flrst we will try to cast all of them in a larger“ !
'hlstorlcal perspectlve,mas soc1al creafions which reflect the .
t1mes of thelr origin and whlch are 1nev1tably influenced by N
social, polltlcal, and economic currents that are flowing in -
the larger society. We will call this "real time" analysis. o .

¥ Our second approach will be to compare these IOAs as

LY

evolv1ng soc1al organisms, using the five stage. model suggested
in Chapter One, name‘y "germination," "growth, " "consolldatlon, .

"recess:.on," and "termination." T . *

' 4.1 REAL TIME ANALYSIS st '

4.1, l Trends in American Society Affectlng Education: 1930 1980

Demographlcs are xmporkant for education, and so are -
economics. “‘In’ the, 1930's the birthrate went down as a by- product
of the great depres510n.ﬁ That probably meant that thete was
less stress on educatlonal institutions in the late 1930s- and
the 1940s than there otherwlsq_would have ‘been. Another
depres510n by product, the New Deal, represented a- major‘
redlstrlbutlon of power Foward the federal level and more
federal intervention in social affalrs than had been known in
thé United States up to that time. It seems, howeyer, that the
New Deal had llttle direct effect on public education and its
. institutions. = That sector remained firmly in the hands of local,
anthorities and fully ddpendent on local tax sources. ‘ .
‘ The Second World War was a watershed event: it heightened T
national pride and solidarity; it led to a significant shift o

. ih public awareness toward cosmopolitanism and internationalism; , o
it led to major relocat:.ons and dislocations in the labor force, P .
shifting more and more people off the countryslde and into -

the cities and suburbs where the jobs were, and perhaps above
4
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all it created full employment and' a return to a level of

"econamic prosperlty that had not been experlenced for 20 years. -

The result of all that was a baby boom_&n the’ late 1940s’ and
early 1950s, and an lncreaslng concern for educatlon as the l950s

¢
&

rolled on. . .

« Probably.the most s19n1f1cant educatlonal event of the
1950's was the Supreme Court decision in Brown vs. Board of
Education (1954) which outlawed segregated patterns of educatlon
within school d1stricts. It was a major break with ‘the princlple

~ of local autonomy in educatlonal matters. It put tremendous
- new pressures on school boards and-school administrators,
,espec1ally first in the south but later all over the cbuntry

It breught public educatlon into -the pOlltlcal llmellght and

: welghtéﬁ educational declslons with' controversy 'It also

establLShed a new klnd of goal for educatlon, namely to foster
equallty of opportunlty and ecuallty of educatlonal offerlngs
“for all students regardless cl‘race ‘or origin. Because the
mandate for desegregatldn was federnal it was logical that-
support for meetlng the mandate also come from federal sources,
but through most of the 1950's federal aid to education was
bottled upin another complicated and thorny constitutional-

‘political 1ssue, ald to private and paroch1al schools.

The log jam was broken with Sputnik and the Natlonal
Defense Education Act of 1958, clearly, respons1ve to the Sov1et
challende or threat, and prov1d1ng the first substantlal federal
funds for elementary and secondary education,. largely through the

support of special ‘projects, R&D centers, lnformatlon cegters,

»

-

and currlculum prpjects in sc1ence. NDEA establlshed the principle

of federal support for lmprovement of educatlon across a broad

front of activities which were supplementary in nature. Thus

the constitutional church- -state issue was evaded because diregt

gschool subsidies for routine operations were ruled out. .
Through the early 1960s pressures. for soc1al justlce -and

equalization partlcularly from the black minority 1ncreased

on the dominant Democratic party, and with the landsllde v1ctory

-
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of 1964 (which r‘esulted largely  from, popular fear of a - " ‘
leltarlst rlght wing leadership) those mlnorlty concerns'

were served through a series of ma]or pleces of social legmslatlon RN
;thlch the. pre51dent dubbed~“The Great Soc;ety. The : ‘.
\Elementary and Secondary Education ‘Act af 1965 ‘was a maﬂor part
of that leglslatlve program and its contents heav¥ly reflect
concern for the.poorer,less ,privileged segments of socrety. ~ .' v .
But like most complex leglslatlve actlons, the bill had in 1t* -
somethlng foabeverybody while at the same, tlme it contlnued to’ . }; B
skirt the church-state issue by defifning, each Tigle, of:the
d4ct as a set of supplemental demonstratlon, or research and
:development act1v1t1es whlch.would.not alter the basic structure
" of stateqandxlocal educatlon authorltles nor the basic ﬁ}scal
‘arrangements through which schools are supported. Most e
ﬂlmportantly at all Lévels in all types: of educatlonal settings
and. it encouraged a spec1al type ‘of entreprenegrshlp previously.
duite rare in. educatlon ‘in which people with Ldeas of new. types .
of training, Fore rlculum reform, technlcal asslstance, or ’
supplementary services of some kindor another could write up ‘
their ideas as formal proposals and receive (typically)~three‘v L
year graets to demonstrate and propogate "their 1Feas. ‘Sums ' /-
spent on such grants were substantlal in many caseﬁ and out
of all proportlon “to what had previously been avallable to
all but the most- elltewcolleges with good access to prlvate
foundation sources. ‘A typlcal small project might run $5&7000
per year but many larger'projects lnvolved '$1,000, 000 per year
or more, especially ‘i1f they were large d1str1cts deallng w1th-
equalization lssues., : . »
By the late 1960's and ‘early 1970 s a dlfferent political +  --—-— - ——
climate prevalled, significantly refLectlng the divisiveness .
of the Vletnam War,.but also reflectlng growing consérvatlsm |

»

by a majority and increasing skepticism regardlng the great

soc1ety as a whole. Yet, while conservatlsm was on the rise,

so was militancy on the part’of almost any group ‘or stratum of




soc1ety which could feel 1tself victimized. .That lncluded

both students and teachers.; Such mllltancy led to some\short\
© ¢erm victorjies in’ the form of increased student partlclpatlonv
"and teacher contracts in various more progressiwve areas 4f the
*country% but it also'itended to erode popular support for educatlon
generally. c S
. Educatlonal developmen s of the 1970s can be part:alIy
understood as reactlons to the 1960sy but demographlcs also
would -appear to be a slgnlflcant factor.‘ For whatever reasons
birth rates in the United States decllned markedly in the later
1960s and\the effect was felt by schools starting ln the early
and mid-1970s. For the first time in a generatlon, enrol&ments
© were decllnlng——substantlally in many areas--and as each cohort”
" made its -way thmough the grades the effect was felt more and
J more severely. There was not a teacher glut instead of a
teacher shortage rnd,on top of that, " families w1thout school-
aged ehlldren were more and moge reluctant to pay taxes at the
local level necessary to support pu' ic education adequately. =~
4Propos1tion 13-%n C ifornia and- Proposltlon "2 and a half" in
Massachusetts reflected thlS shift whlch culmlnated in the
election ofiRonald Reagan as Presldent in l980, with concommltant
fshlfts to the rlght in Congresslonal representatlon. -7
The effect of these refznt trends has been a drastlc
curtallment of lnnovatlve“act1v1ty¢at all levels with a near
shut down of many federal programs, while local d1str1cts and
states contlnue to reduce thelr budgets.. In such a cllmate it .
1s very relevant to look to models of practice lmprovement which
depend little on major fiscal lnputs fromsany source and depend

falrly heav11y ot volunteerism and reor1entatlon of existing °

A

’

. resources, structures, and person-power. BY, the” same token, these
current trends suggest the relevanceof searchlng the past

. before the great surge of federal rg#ﬁlven;nt for models of
school improvement support which.might once again be applicable

"in some modified form..
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4.1.2 How IOAsS Were Affected by Major Social Trends V : )

The original Coun%il emerged out of two decades of

' development of measurement capabilities 'in education. What was

especially impressive‘about the work of the Jfounder prior to

1940 was the fact that he operated on sych a' grand scale,
probably w:ththe help of a lot of volunteer effort by school
people and unpaid research assistance by graduate students
eager to be associated with this dynamic master of research on
educational finance and administration. The notion on which -
The Council was fébnded also reflected the times. It was.
essentially an elite notlon--that only certain dlstrlcts had

~the fingncial bhase to provide guality educatlon and only among

those districts could one find the most highly competent and
innoyative teachers. Indeed,‘it was on this same notion that
this College of Education had been established two generations
earlier. The. founder's plan was to develop instrumeéntation.and

a capability for repeated measurements of innovativeness for " .

entire districts. When such information was shared in
comparative form it would act as a powerful competitive
incentive’ for one district to catch up to another. Thus in a
subtle and non-coerc1ve way both the-'ideas and the lncentlves
for practice lmprovement could spread from one district to
another, first within the relatiyvely affluent’ circle.of The A
Councilw@ember districts but then-also through the network, of -
national associates. ‘ - T X
| In the "late 1940s and through most of the 1950s this .
idea worked very well, not only as thevnumber of{members and
assoc1agfs grew but as the idea of The Counc11 sﬁiead across
the country to -other universities, private and public. Indeed,
there is some evidence that early efforts at Eastern State were

- director affected by the example of The Council. It was a model

that fitted the times in several respects . First of all, the
University of origin was one of the most respected in the:
country, the home address of many of the great educational .



phllosophers\ané«reséarchers of éhe pre-war years. Secondly,
research in' education was still a relatively new phenomenon much .
respected and not embroiled in the controver51es with which it
was beset at-a later tlme.h'Volunteer effort by teachers and
others was a natural and routlne way of getting things done.
Flnally, it was the only game-in town. There wére no inter-
medlate qenters, few communlty colleges, no grants programs.
Central districts- staffs were generally small and lacked staff
development or in- serv1ce capabilities. All these elements in

-the historical context converged on The Counc11 and” asSured its

success.. '
‘ The Counc11 movement was also lmportant in the ear11 and
mlddle 1960s as federal funds began to become ‘available because
counCLls constituted a slttlng capability for training and
problemrsolving-whlch could be exploited as a base for 4w,
ambltlous, and well flnanced programs. In general,nnlversitles
like Eastern Private and Eastern State were among the first
major beneflcrarles of an altered federal posture toward
education after Sputnik. - By the mid- 1960s, every major N
unlverslty was likely to have more than one fairly large prOJect

for reserach, development and/or tra;nlng.- The Research

.Instltute of which The Council was a coQre element at Eastern

Private was the recipient of more than one such grant, and one

long term training grant allowed the—Institute tovdoublevits

staff and its measurement capablllty durlng the later 1960s.
Eastern State and Mldwestern State were also s1gn1f1cantly

"affected in the1r early h1story by federal largesse. At

Eastern State a large federal grant led to a major expansion
and elaboration of the teacher center model. It also, led .to

“cenflict between the entrepreneurlal director of ‘the program

and faculty in secondary education concerned about the1r turfé -
and perhaps envious and\resentful of the attention and power
which seemed to be accruing to, the director. Internal strife
within the University led to the de}arture of ‘the” dlrector with
ymany of his key staff along with the bulk of the funds. Thus thé
influence of federal funding availability was mlxed. It led ‘

. to a ‘period of expanSLOn and to experimentation w1th new models

of teacher center activity (some of which recelved'natlonal

- -
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‘acclaim)bbubt it was also disruptive and in some-respects < ‘
destructive, . being too much tog fast for,absorption into the college.
School d1str1cts were also jolted by the now-you-see 1t-now-you-
don't intrusion of un1vers1ty act1v1tyu .

‘At Midwestern federal 1nvolvement~began in 1965 with USOE
participation in a state:wide assessment of'teacher education./
The Experimental Teacher Edu@ation Program' which ensued from
1968 to 1972 was also an-add-on program of limited duratlon
much in the mold of other federal support for educational . ¢
endeavors. The Experimental Program was & cruc1al pre11m1nary
to the:subsequent network activity at Midwestern in more than ,
one way. First of all it brought fresh new talent into the
. state, Saganne in partlcular. Second it served as the test
~bed for a new 1deology of teacher educatlon, practlce-based
and teacher centered, egalltarlan, and or1ented to ‘building,
rself-development capacities and self-directed ipndividualized
learning. Thus it was a veritable pot-pourri of the more. liberal

educational ideas that were sWeeping the country in the late = -~

1960s. The Experimental Program operationalized these ideas.
It also attracted the cream of young and tdlented teacher v - e
educ—Fors within the state. When these 1nd1v1duals returned
to their varlous colleges and administrative posts they formed
a powerful 1nformal network. of like-minded people who became the
seeds of the later formal network. The Experimental Program

also had some d1srupt1ve and unwelcome effects.u The second

cohort of trainees turned. out to be largely from outside the °’ &
state and oriented more to the str1fe-r1dden issues that were

now the preoccupation of more cosmopolltan centers on the east

and west coasts. These indivigduals were v1ewed with suspicion

and alarm by traditional educators who Stlll dominated local
school -districts. When Saganne proposed the new network, there

was some local re51stance because of the radical reputatlon of

-

the Experlmental Program of which he had been the directoxr. . -

14

-

| 100




. i . By the time our study began, none of the three networks
‘ had any significant federal support, although Midwestern

_had a fairly substantial, though partial, third-party support
in the f%rm of a five year foundation grant. They had each lived
through the more hectic times, of the late 1960s -and early 1970s,
.had each been scarred by them, had each learned from them, and 4
3 ' benefitted from them. Of the three arrangements, Eastern

State seemed most secure and the strongest local arrangement
involved a small college in Midwestern State (Arcadia) - which.

was really developlng its service ®onfiguration without regard

to .future state or other third party support. Eastern Private,
even though it operated on a shoestring was contlnuously ) . .
threatened with fundlng cuts from the unlverSLty and from reduced
membershlp subscr;pﬁ%ons. Most of the Midwestern network seemed
shaky beyond the perrod of foundation support and aggre551ve Ty

efforts were_underway Eo secure e1the; state support or addltlonal

federal support. - .. . : et a : .
Demographic- trends also affected the development of these

‘ _networks.” Eastern Pr:.vate s Council thrived in the 19505 when .

T suburban school districts were expanding rapidly and confrontlng

a host of issues that come with expansion. Innovation was "1n“

i P : so’ that opportunities for. ‘top admlnlstrators t% see what the1r

"colleagues in other d;str;gts were doing were highly valued.

Whens support declined aléhg‘With enrollments, districts turned
inward. The appeal of the revival period was more clearly "
focufsed on teacher development and responding to teacher concerns
and needs for work enhancemeht’and mobility. in an environment
of scarcity and attrition,kWhen ‘more expansive alternativesi
such as paid sabbaticals were ;n sharp decllne. T

At Eastern State the College of EducatlongrewkurleapS"
and ‘bounds’ durlng the period.of populatlon boom, turning out
more and more teachers and hav1ng -greater and greater needs for

s pre-service practice teach1ng placements. The or1g1nal network ’

was’ establlshed largely for this purpose and also to glVe school

.
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‘districts "a w1ndow on the talent" that was comlng along. As .

the downward $hift affected dlstrlcts, interest turned more
s . ‘and more to in-service training, and the story of recent development
among the teacher centers is partly a story of that shift in '
orientation. o
. . 'The Midweetern‘network reflects the situation in a state:
 which had declining population and enrollments throughout the
1960s and 1970s. Startlng with the needs assessment of 1965- Gzy
teacher renewal and upgradlng was the chief concern and.a i o
- prime rationale for the current networking activities as well
as the’Experimeﬁtal‘Progranl%t Midwestern State Unjiversity which
preceded it in thé 1968-72 period. )
These brief observations should make us aware that these
networks are largely-crea‘tures of their time and culture. They
// emerge from and reflect trends in the larger society, especially
demographlc trends, economic trends, and polltlcal trends.. All ¢ .
} three,have been lnfluenced by the period of great expansion in
’ the federal role in educatlon despite ‘their present relative

J.ndependence from federal support.. They were also J.nfluenced , ‘
by the surge of neu ideas that came into e?ucatlamalong with the

federalrlnltlatlves.
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4,2 DEVELOPMENTAL ANALYSIS

To a very large degree each -of the I0As studied has been a

~successful venture up to the time of writing. Indeed,they
were selected for study because of their Success. We can

imagine,however, that not all such ventures are suhcessful,
that some never get past the 1dea stage*whlle others founder
soon after their foundlng. Stlll others may have flourlshed
for a short time or a longer tlme then to have faded away or-
perhaps to be transformed into somethlng else. Indeed, when
we look at each of our cases h1stor1cally, we find that there
have been various forerunners. Many key actors came from
prior experiences with other petworklng ‘effortss The Eastern
Private IOA had had at least two distinct prior "lives." The

‘Midwestern IOA had followed from a history of networking

activity in the state. The dearn who originally fostered the
I0A act1v1ty at Eastern State had been involved in a previous
effort in a midwestern state, and so on. Each of these many
IOA enterprises had its own’ germlnatlon, founding, and period
oﬁ growth.’ Most ‘also must have experienced consolldatlon and
recession at one tlme or another, and many, .1f not most, had -
experienced some’ aspects of the experience of termlnatlon.
Our task in this section is to Jlook at eJch of the "living"
IOAs in these -terms, as an orgdgan developmental sequence
as described previously in secti:i 1.3.4. "The Rhythms of Time."
Our undérstanding of developmental sequences,ls expanded_
by conslderatlon not merely of the IOAs as a whole but of the
sub-analyses presented in- each case of the life hlstorles of -
localized centers and the clusters of event segquences which we

‘called "serials." Each of these subelements has ‘its own

developmental sequence to whlch the same analytlcalschema is
applicable. Indeed, when we descend 1nto more microscopic
analyses we lmmedlately find a much greater varlablrlty, and
perhaps greater clarlty. For example, we can readily trace’ the
"Fellows" program of The Council rev1val perlod from birth’
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through hectic and*rapld early growth into a perlod of
+ confusion, lelSlon, and dlsperslon in which a ‘few Fellow
activities were consollddted while others were not. By the
third year there was clear recession and in the fourth year the
_program could be viewed. as elther termlnated or ‘so far transformed
as to be somethlng else, even though the term "Fellow" lingered. - -
In the Arcadia case we see in each serlalnthe dynamics which
make that Center so successful. There is a firm grounding in
. teacher needs and usually ln ad hoc teacher encounters with:
materials or tralnlng experlences.‘ Decision making about.
%33 start—up is dec1s1Ve and rapid gnowth is measured consolldatlon
jf” always takes place and usually in a synerglstlc way so that .
?3' the strength and reputatlon of ‘the Center as‘a whole i's enhanced
’i_' and maglmum advantage is” taken of existing resource and network
' ti